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I dedicate my dissertation work to the first-generation college students who are unsure of
who they are, where they belong, and what the future holds. Your college journey is one that will
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ABSTRACT
The purpose of this qualitative case study was to explore the perceptions of first-year
students who experienced intrusive advising and retention initiatives in the College of
Agriculture at Louisiana State University (LSU). Research participants consisted of 20 first-year
students enrolled in the college in the fall of 2018. One-on-one, face-to-face interviews with
first-year students were conducted to gain insight and understand student experiences with
intrusive advising and retention initiatives within the College of Agriculture. College student
retention and factors that contribute to understanding retention have been extensively studied
(Astin, 1993; Braxton, Hirschy, & McClendon, 2004; Habley, Bloom, & Robbins, 2012; Kuh,
Schuh, Whitt, & Kinzie, 2010; Tinto, 2012), but researchers have found few solutions to address
this unique and detrimental problem. For land-grant colleges of agriculture, not only is
recruitment consistently a challenge (Dyer & Breja, 2003), but retention of those agriculture
students becomes an even more crucial issue to address. The results of this study suggest that the
environment created within the LSU College of Agriculture reflects the tenets of Tinto’s model
of institutional action (2012). As perceived by the students, expectations to succeed and ask for
help were established by the college. Students described their first-year experience as one filled
with support from faculty and staff. The intrusive advising assessment was positively received by
students and provided additional direction of how to provide support to address student needs.
Students were encouraged to get involved and provided with many opportunities to develop
social and professional networks, which from their perception, made their first-year experience
different from that of their peers outside of the college.
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CHAPTER 1. INTRODUCTION
Introduction
Higher education administrators shared during interviews that students are “the very
lifeblood of the land-grant university” that bring the energy, ideas, and drive to the land-grant
institution (Gavazzi & Gee, 2018, p.132). While it seems students may be considered to be at the
forefront of the university mission, retention of the “lifeblood” continues to be an issue for many
four-year public institutions of higher education, even though this is an issue extensively studied
(Astin, 1993; Braxton, Hirschy, & McClendon, 2004; Habley, Bloom, & Robbins, 2012; Kuh,
Schuh, Whitt, & Kinzie, 2010; Tinto, 2012). The issue of retention is also a major concern of
specific colleges. “One of the major problems plaguing college administrators nationwide is the
recruitment and retention of quality students who are likely to enter the agricultural industry
upon graduation” (Dyer, Breja, & Wittler, 2002, p.3). For land-grant colleges of agriculture, not
only is recruitment consistently a challenge (Dyer & Breja, 2003) but retention of those
agriculture students becomes an even more crucial issue to address.
As shared by the United States Department of Education, in the fall of 2015, 77% of the
10.5 million undergraduate students in the United States were enrolled full time at four-year
institutions, and by 2027 total undergraduate enrollment is projected to increase to 17.4 million
students (McFarland et al., 2018). At the same time, in the fall of 2015 retention rates for firsttime, full-time students at these institutions was 80.8% (McFarland et al., 2018). Although the
retention rate has improved slightly over the past four years from the 2011 reported rate of 79%
(Kena et al., 2014), the loss of 20%, or over 219,000 students, in the first-year justifies that
retention remains a relevant problem in higher education. One of the key strategies for
addressing and improving retention is intrusive advising (Andrews & Schulze, 2018). By being

1

proactive with addressing the needs of students early on in their academic career, advisors can
strategically intervene to provide support (Earl, 1988). If implemented properly, research has
shown intrusive advising and strategically focused retention initiatives for first-year students can
assist students in establishing a foundation to persist and succeed academically (Andrews &
Schulze, 2018).
Nevertheless, how can an institution determine whether the intrusive advising and
retention initiatives they are implementing are serving the needs of their students and actually
addressing issues of retention? Universities have created numerous retention initiatives and
programs to address the issue of retention, but often the creation of programs happens without
recognizing the needs of the students (Dunn, Haines, & Epps, 2013). “Only knowledge of the
experiences of individuals within specific institutional settings will tell us of the unique
characteristics of individual departure from institutions” (Tinto, 1993, p. 28). To understand how
first-year students may perceive retention initiatives, like intrusive advising, as part of their
decision to continue enrollment at an institution, it is essential to develop a broader
understanding of these initiatives within a specific college or institution from the student
perspective.
Improving the retention of college students is crucial to the mission of all institutions of
higher education as well as society as a whole. The Bureau of Labor Statistics projects that
expected employment growth in bachelor’s level occupations will increase by 10% from 20162026, faster than the 7% average projected for all occupations (Torpey, 2018). It is now more
important than ever for leaders in education to address the issue of retaining students. One of the
key parts of the engaged land-grant university is to “respond to the needs of today’s students and
tomorrow’s, not yesterday’s” (McGrath, 2018, p. viii). By serving the needs of students, a land-
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grant institution can stay true to its mission and better serve the needs of a society (Gavazzi &
Gee, 2018). The reasons behind why first-year college students are leaving institutions are as
diverse and complex as the students these institutions are serving. As I outlined, the background
behind the problem of college student retention includes understanding the challenges students’
experience, as well as acknowledging the scope of retention initiatives, and addressing the
financial and societal implications of the issue. There is a need for continued research to
understand the “how” and “why” behind a student’s decision to continue within an institution,
especially within globally impactful majors like agriculture where limited retention studies are
available (Dunn et al., 2013). The opportunity for land-grant colleges of agriculture to be an
active part in shaping students as influential citizens is where opportunities for improving society
begins. This arguably begins in year one, with understanding how intrusive advising and
retention initiatives may contribute to a first-year student’s retention. To meet the needs of a
growing society and to bring about the opportunity for citizens to advance, institutions of higher
education must find ways to retain the students they enroll and work diligently to understand the
needs of the first-year students.
Challenges of First-Year Students
To understand the needs of first-year students, institutions of higher education must
recognize the culture of their students and the challenges their first-year students encounter. The
challenges that students encounter that influence students’ decision to continue enrollment within
an institution is extremely difficult to define. Some researchers attribute the high number of firstyear students leaving college due to a lack of academic skills, failure to adjust to academic and
social life in college, and an inadequate commitment to the overall goal of completing college
(Ishler & Upcraft, 2005; Miller, 2010; Tinto, 1987). Considering the educational background of
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the students entering college today from standardized testing mindset of the No Child Left
Behind Act of 2002, other researchers have questioned if the assessment of student academic
performance from standardized testing truly assists students and prepares them for college
(Duckworth, Quinn, & Tsukayama, 2012). In understanding the challenges of college students of
today, some researchers are moving away from the standardized testing benchmarks to exploring
how certain traits of grit and self-regulation are important indicators of students’ ability to
succeed in college (Duckworth & Carlson, 2013). The students entering college today
experienced K-12 education with more emphasis on standardized testing and less emphasis on
the importance of developing self-regulatory behaviors to succeed in college. The result is that
students need more support as they navigate the transition of high school to college. The
challenges that college students experience will perpetually change with the changing population
of students that enter college.
The demographic, personal, academic, and social analysis of college population
continues to change (Barefoot, 2000) and this is reaffirmed with the Higher Education Demand
Index forecast model on the changing college population for prospective students in the coming
years (Grawe, 2018). Projected decreases in college student enrollment in the next 10 years,
along with demographic shifts within the country will be a prominent issue for a majority of the
public institutions (Grawe, 2018). Schools will need either to reach out to new geographic
markets or devote more of a focus on underrepresented groups. As the population of collegebound students continues to change, so will the challenges these students face and universities
must be pro-active, not re-active, in changing their retention efforts. Institutions must prepare to
meet the needs of changes in student support, pedagogy, and curriculum considering the shift in
the student population (Grawe, 2018). If the retention issues have remained unchanged over the
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past thirty years, there is still much work to do to address college student retention as the
demographics of the country continue to evolve. Universities must make the effort to improve
retention practices by assessing the struggles and challenges of their student populations as
students who struggle in managing their first-year of college will drop out of school entirely
(Astin, 1975; Tinto, 1993).
Retention Practices
“Student retention is one of the most challenging issues facing the higher education
community,” (Dunn et al., 2013, p.8). Institutions of higher education have implemented a
plethora of programs and even student amenities to improve both recruitment and retention
issues, especially with first-year students. Some of these efforts include: orientations (Earl,
1988), first-year transition courses (Lotkowski, Robbins, & Noeth, 2004; McCabe, 2003), and
continued advising (Earl, 1988; Vander Schee, 2007). Other research focused on student
development and student involvement have provided direction to influence retention practices
(Astin, 1984; Sanford, 1966; Schlossberg, 1989). These theorists focused on the importance of
creating conditions for students: to address challenges by seeking available support (Sanford,
1966), to actively engage and be involved in the campus (Astin, 1984), and to develop a belief
that they matter (Schlossberg, 1989). The implementation of some other retention practices
occurs without the connection to developmental theories. Improvements and creation of
amenities to impress students, like plush dorms and extensive on-campus food options can also
be included in the practices that universities are utilizing to compete to recruit and retain their
students (Archibald & Feldman, 2011). However, are institutions being strategic with the
implementation of these programs to address retention?
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Amenities. As institutions compete for students, the utilization of facilities, amenities,
and the college-lifestyle are often the focus of marketing tools to attract and retain students
(Saichaie & Morphew, 2014). In 2017, Louisiana State University Agricultural and Mechanical
College (LSU) opened a new student recreation center with a leisure river in the shape of the
letters “LSU” as part of an $85-million expansion project (Stripling, 2017). Highlighted in
brochures, campus tours, and social media the facility is part of a recruitment and retention
practice. LSU is not alone in investing funds in upgrades to facilities but some research would
indicate that having quality facilities are necessary but not sufficient conditions to retain students
(Reynolds, 2007). Although analyses of student feedback on institutional facilities and amenities
suggests positive associations with student recruitment and retention, students ranked academics
as a more important factor to their decision to enroll and stay at an institution (Reynolds, 2007).
Again, it important to recognize and address the needs of students in the planning of retention
practices.
Advising Practices. In addition to the retention programs like residential housing
communities, first-year experience courses, and academic support, universities have also started
implementing more targeted approaches to address retention through focused advising practices
(Ruffalo Noel Levitz, 2015). Academic advising is a key part of student success and retention
(McFarlane, 2013). Several researchers have made connections between academic advising
experiences and student retention (Tinto, 1975; Light, 2003; Pascarella & Terenzini, 2005).
Donaldson, McKinney, Lee, and Pino (2016) shared that utilizing intrusive advising approaches
could serve as a key strategy to increase student retention. Exploring successful examples of this
approach to retention is important for higher education administrators and policymakers.
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Building on the development of relationships to structure the intervention methods is the
cornerstone of intrusive advising (Garing, 1993). As Earl (1988) explained, the model of
intrusive advising focuses on utilizing an action-oriented approach to involve and motivate
students to seek help when needed. Building from research literature on student retention,
intrusive advising practices help to create crucial relationships with a significant person at an
institution. The practice of building relationships with an advisor is one of the factors that is
considered crucial in students’ decision to remain in college (Heisserer & Parette, 2002).
Utilizing preventative measures, like intrusive advising practices, can help students stay ahead of
problems or challenges they experience. Strategic and intentional efforts to communicate and
contact students in a preventative manner, may help in developing stronger practices to serve the
needs of students and increase retention (Upcraft & Kramer, 1995). The role that advising plays
in the retention of students is an important piece to understanding how to retain students.
Financial Impacts for Higher Education
Student retention continues to be an important area of study in higher education not only
based on societal impacts but truly the financial impacts that are at stake for the institution. The
retention and graduation rates are areas of major concern for institutions, as these numbers can
be tied to what is considered a success benchmark for an institution as well as funding support.
As Hossler, Dundar, and Shapiro (2013) mentioned “the rise of college rankings publications,
student retention and graduation rates have become important indicators of institutional quality”
(p. 140). Universities not willing to commit the resources to retention measures may face more
financial difficulty if they choose to ignore this issue. With dwindling funding resources as states
continue to shift support away from higher education through state disinvestment in higher
education (Alexander, 2017), universities must be strategic and meaningful about the efforts they
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put in place to address retention issues (Dadgar, Venezia, Nodine, & Braco, 2013). Research
gathered at 1,669 four-year public, private and for-profit colleges and universities in the United
States utilized six-year graduation and attrition rates to apply predictive formulas to highlight
revenue lost from tuition. Public colleges and universities averaged a $13.2 million annual loss
from attrition (Raisman, 2013). Projected loss for LSU was $54.8 million over six years.
Universities across the country are being forced to examine more closely what practices are
currently in place to address attrition. It is ethically imperative for institutional leaders to meet
the needs of students and implement actions early on in students’ careers to address potential
factors related to attrition. The loss of students due to attrition is a tremendous loss of university
resources and should be a major concern for university administrators (Tinto, 1993).
The University’s Role in Society
The impact potential of a college education is a positive ripple effect across society,
which adds to the importance of the issue of college student retention. The benefits not only
relate to the students earning the education but also to the communities where those students
become members. Citizens who obtain a college education are more involved in volunteer
activities, voting and engaging their children with educational activities (Ma, Pender, & Welch,
2016). The impact on society resonates through an increase in social mobility, the decrease in
poverty rates, and the decrease in unemployment as well as health issues for citizens with higher
education degrees (Ma et al., 2016). The societal impacts of a college education are numerous,
meaningful, and truly culturally changing. The need for college-educated citizens will only
continue to grow, especially within the fields of agriculture, food and natural resources.
Land-Grant Institutions and Colleges of Agriculture. By 2020, colleges and
universities will only produce enough graduates within the agriculture majors to fill 35,400 of
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the 57,900 annual positions that are needed (Goecker, Smith, Fernandez, Ali, & Goetz, 2015).
The positions within the agriculture, food and natural resources industries are essential to
continue to maintain a growing society and gaps in the workforce create challenges to serving
the population. In addition, the expected world population in 2050 will exceed nine billion
people (United Nations, 2017). Recruitment and retention of leaders in agriculture, food, and
natural resources is crucial to serving the needs of the society. Land-grant institutions and
colleges of agriculture are a key piece to addressing this need.
The original mission of the land-grant institution, set in the first Morrill Act of 1862, was
to provide opportunities for the working class citizens in the country to be educated in
agriculture, military tactics, mechanic arts and classical studies, providing a practical education
(Association of Public & Land-Grant Universities). The established focus of the current landgrant institution model is to serve the needs of a growing society through teaching, research, and
service (Gavazzi & Gee, 2018). Land-grant institutions operate with a connection to a
community partnership to serve the public good and as in 1862, the core mission is to “serve
people, just as we should do as individuals” (Magrath, 2018, viii). The important role of
agriculture to the economy and food supply continues to be an area where land-grant institutions
maintain a key position in serving the needs of the people (Gavazzi & Gee, 2018).
“College graduates with expertise in food, agriculture, renewable natural resources, and
the environment are essential to our ability to address the U.S. priorities of food security,
sustainable energy, and environmental quality” (United States Department of Agriculture, 2015,
para. 8). With expected population growth across the world, it is crucial to produce graduates
who are capable to lead initiatives that will provide sustainable food systems, adequate water
resources, and renewable energy. The agriculture and related industries have plentiful
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opportunities for college graduates to be involved in careers that influence not only local
communities but also communities across the world (Irlbeck, Adams, Akers, Burris, & Jones,
2014). Overall employment of agricultural and food scientists (animal, food, and plant scientists)
is expected to grow 7% through 2026 (Bureau of Labor Statistics, 2019).
Unique compared to other science, technology, engineering and mathematics fields,
female students make up over half of the food, agriculture, renewable natural resources, and
environment college graduates (United States Department of Agriculture, 2015, para. 8).
“Women also outnumbered men in STEM areas such as animal behavior and ethology, animal
sciences, botany and plant pathology, conservation biology, entomology, environmental science,
food science, nutrition science, sustainability studies, and wildlife biology” (United States
Department of Agriculture, 2015, para. 10). This trend is also reflective of the enrollment in the
College of Agriculture at LSU, where 75% of the undergraduate enrollment is female (Louisiana
State University Office of Budget & Planning). When considering the state of Louisiana ranks
second in the highest percentage of single female households in the United States (U.S. Census
Bureau, 2016), the justification for serving the reflective population of the state becomes another
area where the land-grant institution can serve the needs of society.
Without the continued recruitment and retention of students into the fields of agricultural
sciences, the needs of a growing world will not be met. The key is to retain those students
pursuing an education in agriculture, not only serving their needs but the needs of growing
society. Recruitment within the agriculture field is essential for the pipeline of graduates to
increase but if land-grant universities cannot retain their students within the agriculture colleges;
these universities carry the burden of not being able to meet the needs of the growing world
population. Each higher education institution is unique in terms of their mission, legacy, and
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culture (Gumport, 2012) and in turn have their own student cultures with unique challenges.
Land-grant institutions and colleges of agriculture are no different but the risk of not retaining
students affects an entire society.
Prescribing the implementation of a uniform plan to address retention in higher education
is unrealistic but there is room for continued research at institutions to evaluate, assess and
restructure retention practices to serve the needs of the students and the future of the country.
“No single intervention strategy will adequately prevent all students from departing college”
(Morrison & Silverman, 2012, p. 77) but there is much room for improvement in developing
practices to understand the needs of students.
Statement of Research Problem
In examining the historical retention rates in the LSU College of Agriculture, the first to
second year retention rates have not experienced much progress in the past 10 years (Appendix
A). Upon reviewing the lack of steady improvement in college retention rates, the college
implemented a variety of retention initiatives since 2008, most recently including intrusive
advising, but the level of overall retention remains relatively unchanged. Before continued
efforts, funding, and time are devoted to retention initiatives, administrators should acknowledge
the perceptions of these experiences directly from the stakeholders: first-year students in the
College of Agriculture.
The research associated with intrusive advising initiatives with at-risk college students
has been extensive (Austin, Cherney, Crowner, & Hill, 1997; Butler, Blake, Gonzalez, Heller, &
Chang, 2016; Glennen & Baxley, 1985; Molina & Abelman, 2000; Rodgers, Blunt, & Trible,
2014; Thomas & Minton, 2004) but what remains to be explored, however, are the perceptions of
first-year students to intrusive advising initiatives. Despite the importance of agricultural
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graduates to a growing society, empirical retention studies with first-year students in colleges of
agriculture are scarce and very few studies take a qualitative approach to understanding the
experiences of first-year agriculture students (Dunn et al., 2013; Johnson, Shoulders, Edgar, &
Dixon, 2018).
To understand the perceptions of first-year students towards retention initiatives,
including intrusive advising initiatives, university administrators must be willing to invest the
time and resources needed to understand the challenges students experience, what support
students need, and what students attribute to their decision to stay at an institution. This can
begin with a research study within the College of Agriculture at Louisiana State University
Agricultural and Mechanical College, a land-grant institution in the South. Highlighting the
problem of first-year retention in this case begins with identifying the first to second year
retention rates of this specific college of agriculture. As not only recruitment but also retention of
students within colleges of agriculture is essential to serve the needs of a growing society, a
study with this specific focus is justifiable.
Purpose of Study
The purpose of this qualitative case study was to explore the perceptions of first-year
students who experienced intrusive advising and retention initiatives in the College of
Agriculture at Louisiana State University (LSU). This study promotes an understanding and adds
to the literature of first-year student experiences with retention initiatives within a college of
agriculture where research on this issue is lacking. For first-year students, “Little scrutiny has
been given to the way college or university experience is organized and delivered” (Barefoot,
2004, p.11). A study of this focus gives more insight to the perceptions of students with intrusive
advising and retention initiatives. This study also focused on developing an understanding of the
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challenges first-year students experience despite the strategic university and college level
retention support programs that are in place. As first-year retention issues are common for fouryear public institutions as well as colleges of agriculture, a study with this purpose provides
additional understanding of the issue. This qualitative case study explored the first-year student
experience, as it relates to intrusive advising and retention initiatives, within a college of
agriculture and focuses on sharing the experiences of the students. This approach allowed for a
deeper understanding of the issue and with a case study built around first-year student retention
within a college of agriculture, it also serves as a way to provide some first-hand insight into the
experiences of the students with intrusive advising and retention initiatives.
Within the specific setting of this case study, the College of Agriculture has experienced
an average first to second year retention rate of 83.3% over 10 years for students continuing
enrollment at the university (Table 1). In comparing this to the university first to second year
retention rate, it is comparable as the institution’s 10 year average was 83.57% (Appendix B).
The institution has experienced improved first to second year retention rates when comparing
2017 to 1987, when the first to second year retention rate was 68.4%. In 1995, the institution
implemented a minimum high school GPA for admission of 2.3/4.0 and the first to second year
retention rate was 81.7%. Even with an increased average ACT score, the current first to second
year retention rate has not progressed much since 1995.
Table 1. First to Second Year Retention Rates for LSU College of Agriculture Students

2nd Year Retention of
LSU Agriculture
Students

Fall Fall Fall Fall Fall Fall Fall Fall Fall Fall
2008 2009 2010 2011 2012 2013 2014 2015 2016 2017
81.9 86.3 84.9 80.0 81.1 84.3 85.4 80.3 84.1 84.46
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In this case study, the college has utilized resources to implement strategic first-year
retention initiatives but first to second year retention has continued to be unsteady and
fluctuating over the past 10 years. This is a similar occurrence for many other institutions with
new retention initiatives implemented without much assessment on how students perceive these
initiatives (Dunn et al., 2013). As a direct admit college at LSU, the College of Agriculture has
direct contact with students as it relates to their academic advising, orientation experiences, and
communication about college specific events and scholarships. When looking at other attributes
regarding the academic profile of the student entering the College of Agriculture, these have
remained relatively unchanged over the 10-year timeframe (Appendix A). This case study adds
to the building of knowledge in gaps between implementing intrusive advising and retention
practices and understanding students’ decisions to continue enrollment within a college of
agriculture. This research explored the students’ perceptions of retention practices and intrusive
advising through in-depth interviews and discussions.
Research Questions
Four overarching research questions help to guide this study to explore the students’
perceptions of intrusive advising and retention initiatives during first-year enrollment in the
College of Agriculture at LSU. The research questions and interview protocol reflect the
theoretical framework of the study, connecting to the four institutional conditions: expectations,
support, assessment and feedback, and involvement or engagement (Tinto, 2012).
1. What challenges do first-year College of Agriculture students experience when
transitioning from high school to college?
2. How do first-year students perceive the College of Agriculture’s intrusive advising and
retention practices?
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3. What are first-year students’ experiences with feedback, expectations, involvement, and
support (Tinto, 2012) within the College of Agriculture?
4. How do first-year students in the College of Agriculture describe their plans to persist at
the institution?
Significance of Study
The findings from this study add to the knowledge of retention practices as they relate to
intrusive advising and retention initiatives from a student perspective and expand on the
knowledge of the challenges that first-year students face that are unique to colleges of agriculture
at land-grant institutions. Previous research shows that intrusive advising is an effective method
of retention for students on academic probation or academically at risk (Austin et al., 1997;
Butler et al., 2016; Glennen & Baxley, 1985; Molina & Abelman, 2000; Rodgers et al., 2014;
Thomas & Minton, 2004) but there is limited research on intrusive advising and retention
initiatives outside of this subset of students. In addition, there are limited qualitative studies
focused on how students attribute these initiatives to their retention (Wilder, 2016) and from a
first-year student’s perspective within a college of agriculture. The importance of college
retention to higher education is an area that continues to be relevant and in need of further
exploration and this is exceptionally important within colleges of agriculture. “The fact is that
despite our many years of work on this issue, there is still much we do not know and yet to
explore” (Tinto, 2006, p. 2).
Definition of Key Terms
The following terms are defined based on the information provided for this study:
Attrition. Refers to all of the students who leave an institution where they are registered (Spady,
1971).
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Case study. An empirical method that uses in-depth investigation to understand a phenomenon
within real-world context. It enables the exploration of complex situations (Yin, 2018). A case
study is bounded, meaning parameters are specific to a place where the case is located or a
timeframe in which the case is studied (Creswell & Poth, 2018).
First-year seminar. A high-impact practice that utilizes a course for first-year students in the
format of an extended orientation, academic seminar with uniform content, academic seminar
with variable content or hybrid course that focuses on helping students transition to college
(Skipper, 2017).
Integration. “Combination and coordination of separate and diverse elements or units into a
more complete or harmonious whole” (Habley et al., 2012, p. 13).
Intrusive advising. Intentional contact with a student by proactively reaching out and initiating
contact (Earl, 1988).
Land-Grant University. An institution designated by its state legislature or Congress to receive
the benefits of the Morrill Acts of 1862, 1890, and 1994. The Morrill Act established that the
mission of these institutions was to teach agriculture, military tactics, and the mechanic arts as
well as classical studies so members of the working classes could obtain a liberal, practical
education (American Public Land-grant Universities (APLU), 2018).
Persistence. In this study refers to continuous enrollment at the specific institution.
Retention. Best indicator that an institution is meeting its goal of student satisfaction and
success. It is a measure of how much student growth and learning takes place, how valued and
respected students feel on campus, and how effectively the campus delivers what students
expect, need, and want. (Levitz, Noel, & Richter, 1999, pp. 31-32).
Success. “Measured by persistence and degree attainment” (Brock, 2010, p. 109).
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CHAPTER 2. REVIEW OF THE LITERATURE
Introduction
Understanding how to address first-year student retention continues to be a challenge for
universities and colleges of agriculture. While many retention initiatives, like intrusive advising,
are implemented, four-year public universities are not making significant strides to address
retention rates. Hossler, Dundar, and Shapiro (2013) shared that ultimately little is really known
about what institutional policies and practices are truly making a difference in student retention
efforts because “many policies and practices believed to improve student retention either have
very limited impact or have not been examined empirically” (p. 149). There is room for
continued research within the realm of first-year retention initiatives and understanding the
student perspective on the policies and practices in place.
This literature review examines the historic and contemporary retention perspectives,
theories, and models that serve as key influencers to student retention research and practice. In
addition, connected with the research questions for this study, I explored the relationship
between advising methods and retention. I also discussed previous studies on undergraduate
student retention within colleges of agriculture and intrusive advising methods. Finally, I
presented the theoretical framework that guides the study and I identified a research gap that
exists to help justify the study.
Retention Perspectives
Within the field of student retention research, practices have been guided by sociological,
organizational, psychological, and economic perspectives (Aljohani, 2016). Even within the vast
perspectives provided, it remains difficult to place one theory to address the complexity of
retention. In addition to the well-known Tinto (1993) sociological theory of student integration,
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outlined earlier, other prominent scholars have helped shape the research as it relates to student
retention. Understanding these additional perspectives helps to provide insight to the complexity
of student retention and the underlying commonality that resonates in retention research.
Although many more influential researchers that have contributed to student retention, this
section of the literature review highlights just a few key researchers that help guide perspective
and practice.
Summerskill (1962) focused on retention factors and the complex reasons why students
leave an institution, utilizing psychological and social concepts. Within his research,
Summerskill (1962) suggested that a student’s behavior, attitude, and satisfaction could be
influenced in a positive way. He suggested there were factors, both internal and external, that can
be manipulated to have a positive impact on student retention (Morrison & Silverman, 2012). He
also recognized factors that impact a student’s decision to continue enrollment were extremely
complex. With his recommendations, researchers like Tinto also looked at the complexity of
psychological and sociological theories and concepts to frame their research. Current research
continues to support information established by Summerskill with studies on intervention
methods (Habley, McClanahan, Valiga, & Burkum, 2010). The top three intervention strategies
cited as influential to student retention in the ACT report of What Works in Student Retention
were: first-year transition programs, academic advising, and learning supported by assessment
(Habley et al., 2010).
Astin (1975, 1984) focused on two main predictive factors in student retention: personal
and environmental (Morrison & Silverman, 2012). Astin (1975) conducted a longitudinal study
that suggested that personal factors helped predict student retention. The factors included: past
academic grades, education aspiration, study habits, parents’ education, and marital status. From
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this research, Astin (1984) expanded to develop the Student Involvement Theory. This theory
outlined the investment needed of both physical and psychological energy from a student
(Morrison & Silverman, 2012). The key part to this theory was the additional focus that “student
involvement calls for responsibility from both the student and the institution” (Morrison &
Silverman, 2012, p 68). Research focusing on student involvement or engagement have evolved
to theories focused on motivation, including self-worth and self-concept constructs (Habley et
al., 2012). In a study by Robbins, Lauver, Le, Davis, Langley, and Carlstrom (2004), correlations
between retention and academic goals, academic related skills, academic self-efficacy, social
support, financial support, and institutional commitment were highly correlated. The
motivational and social constructs can be viewed as parts of the student experience that can be
influenced with institutional action.
Bean (1980) argued against Tinto’s model (1975) and focused primarily on the influence
of environmental factors on student retention. Within his model, he developed categories of
environmental variables built from previous work in turnover rates within organizations
(Morrison & Silverman, 2012). Bean (1980) suggested that organizational determinants
influenced satisfaction, which would also influence the behavior of students to leave an
institution. This model is not well received or utilized for conceptual framework as it failed to
account for the majority of the variance in students leaving (Morrison & Silverman, 2012).
Although it is considered a weaker model, it does add to the history and direction of research
progression with student retention.
Braxton (2003) took an approach to bring an economic perspective to student retention.
Braxton explained that a student’s decision to leave is reflective of a cost to benefit analysis of
obtaining a college education. If a student perceives that the cost of staying in school outweighs
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the return on investment, they will forgo the opportunity and leave college prematurely (Braxton,
2003). To encourage a student to persist and for the institution to retain that student, the
institution should work to ensure students are aware of the benefits of obtaining a college degree
(Kuh, 2007). Although the benefits of career opportunities for college graduates are substantial
(Carnevale, Smith, and Strohl, 2010), studies also show students’ ability to pay for college and
student perceptions of the cost of college have an impact on persistence (St. John, Cabrera, Nora,
& Asker, 2000). Students must see there is a return on investment stay enrolled. This is an area
where institutions can again intervene.
Seidman (2005) utilized Tinto’s (1987) model to hypothesize that if retention programs
were strategically created and powerful, the programs could eliminate other factors that
negatively impact a student and increase retention. Utilizing a retention formula, Seidman
encourages an early intervention practice to identify students that may be at risk so support could
be put in place immediately (Morrison & Silverman, 2012). For this preventative approach to be
successful in helping students achieve their personal and academic goals, Seidman (2005)
outlined that the responsibility is not only with the students but with the universities or colleges,
who should be proactive in reaching out to students who need support.
“For years, our prevailing view of student retention has been shaped by theories that view
student retention through the lens of institutional action and ask what institutions can do to retain
their students,” (Tinto, 2016). The common recognizable thread throughout these studies is that
the university or college is as much responsible and must be as invested as the student to
improve retention. The progression of the research theories and practices to understand the how
and why students make a decision to leave college has moved to incorporate more focus on the
university or college involvement in intervening. Although there is much historical research
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providing a foundation to direct future research, it is important to address that the problem of
retention still exists. This leaves room for more exploration into interventions and strategies as
“each college must create and implement its own program uniquely designed to meet its own
available resources and institutional purposes” (Morrison & Silverman, 2012, p. 77).
Retention Studies within Colleges of Agriculture
Exploring the previous studies regarding retention initiatives specific to agriculture
students is essential to understanding the scope of research as it relates to this specific case. The
research within retention as it relates to students enrolled in colleges of agriculture is limited but
several studies were found that connect retention efforts with the experiences of first-year
students.
Johnson, Shoulders, Edgar, and Dixon (2018) conducted a quantitative study examining
university records of first-year freshmen within a college of agriculture to determine if entry
characteristics were related to retention. Building a study from previous research on academic
and non-academic factors for student retention (Garton, Ball, & Dyer, 2002) and the complex
phenomenon of student and institutional factors that influence retention (Mattern, Radunzel, &
Westrick, 2015), the study included data on 3,257 first-year students within a college of
agriculture between 1998 to 2015. Utilizing regression models and a review of marginal effects
across retention outcomes, the researchers found that high school GPA had the largest impact on
if students were more likely to return. This result supports previous research within colleges of
agriculture (Garton et al., 2002) as well as general university retention data (Bowen, Chingos, &
McPherson, 2009). Being a first-generation college student also increased the odds of a student
not returning by 66%. Although the study did produce quantitative data to share an insight to
possible predictors of student retention, there is some weakness to the study. By only providing a
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quantitative view of this complex issue, it is difficult to place a specific reason of why students
did or did not return. The researchers recognized this study as a way to identify students that may
need additional efforts focused on their retention and suggested that administrators should create
additional programs or efforts to focus on first-generation students and students with lower high
school GPAs. Information from this study could help provide some predictive factors for
administrators to look for but even as the researchers shared, additional research is needed to
understand student retention within colleges of agriculture (Johnson et al., 2018).
Dunn, Hains, and Epps (2013) framed their study on student perspectives of retention
efforts from Tinto’s (1993) theory. Specifically this study focused on a first-year seminar course
and if the course had any impact on retention. Utilizing survey data with closed and open-ended
questions based on the themes of Tinto’s theory, the researchers targeted students enrolled in a
college of agriculture between 2005 and 2008. This was the timeframe for the implementation of
the first-year seminar. In the study, 94 students responded and chi-square tests were used to
measure significance of the findings. The results of the study concluded that students did value
the first-year seminar as part of their experience, that they had positive interactions with faculty,
and they were developing relationships with other students. This study did provide both
quantitative data and utilized the open-ended responses in the survey as a way to code and
establish parallel themes adding another layer to understanding the feedback from the students. A
weakness of this study is the brief and very limited response answers to the open-ended
questions as well as the timing for the study. The survey was not sent out until three weeks
before the end of the semester, which the researchers attributed as a limitation and a reason for
weaker response rates. Based on the results of the study, researchers recommended that
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administrators develop additional ways to create a sense of academic community within the
college.
In reviewing previous retention literature focused on land-grant institutions and colleges
of agriculture, there are limited qualitative studies that have been conducted to collect the
perspectives of the students in an in-depth way. Although the studies highlighted in this literature
review provide some insight to retention and first-year experiences for students within a college
of agriculture, the depth and breadth of research as it relates to retention initiatives and feedback
from students is limited.
Academic Advising
“Academic advising wields a significant influence on student retention provided the
experiences of the student are positive,” (Wilder, 2016, p. 15). The connection between the
advising experience and retention is evident through the studies highlighted in this section. Light
(2003) states that “good advising may be the most single underestimated characteristic of a
successful college experience.” In research on academic advising within higher education
institutions, three approaches to advising serve as overarching practices: prescriptive,
developmental, and intrusive (Davis, 2015).
Prescriptive advising may be described as a relationship where a student receives basic
policy advice from an advisor (McCabe, 2003). This is an authoritative relationship where the
advisor makes decisions based on institutional policy (Fowler & Boylan, 2010). Weaknesses
with this approach to advising is that it does not promote problem solving skills, as the students
rely on the advisor for decisions and there is not a focus on building or developing any type of
goals with the student (Vander Schee, 2007). Developmental advising takes a different approach
more focused on the student and advisor working together to develop goals for the student. There
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is a focus on growth and the advisor works to connect the academic experience with life goals
and steps to achieve those goals (Vander Schee, 2007). In this role, the student is utilizing the
advisor as a resource to problem solve together (Earl, 1988). Earl (1988), building from a
description from Glennen (1976), describes the practice of intrusive advising as action oriented
with a focus on involving and motivating students to reach out and seek help. These intrusive
advising practices can take the form of targeted contact for students who may be considered an
at-risk population, which can be broadly defined depending on the institution.
The main difference of intrusive advising compared to other methods is the proactive
approach it embodies; advisors are proactively reaching out to students. Instead of waiting until a
student is in serious academic trouble, assuming students have the resources, or waiting for
students to reach out, intrusive advising brings about actions to inspire motivation on the part of
the student to be active in their academic success. In the theoretical model on intrusive advising
tested by Earl (1988) in 1987, the following three principals were established based on advising
principles from other literature in the field:
1. Academic and social integration are the keys to freshmen persistence in college.
2. Deficiencies in this necessary integration are treatable. Students can be taught orientation
skills through intrusive advising.
3. Motivation is not the cause but the result of intrusive intervention activities.
Although the outline to explain intrusive advising seems to portray an approach that is proactive
in reaching out to students before issues arise, majority of research studies on intrusive advising
and the description of the practice focus on implementing intrusive advising for students who are
already considered at risk of leaving an institution (Austin et al., 1997; Butler et al., 2016;
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Glennen & Baxley, 1985; Molina & Abelman, 2000; Rodgers et al., 2014; Thomas & Minton,
2004).

Intrusive Advising Studies
The intrusive advising approach is an approach that requires a very different mentality on
the part of the advisors involved. It requires relationship building and consistent communication
to increase success in the advisees’ life (Davis, 2015). “The intrusive advisor understands
retention and success are not only impacted by academic preparedness but also by students’
personal and social issues” (Thomas & Minton, 2004, p.11). While research on intrusive
advising techniques is common, more research focuses around utilizing intrusive advising as a
remedy to a situation that is already an issue, when the student is on probation or at risk of
leaving.
Glennen and Baxley (1985) published program results focused on intrusive advising
initiatives from a broader university approach for all incoming students and tracked overall
results as they related to retention. The study serves as a historical highlight of the practice of
intrusive advising within higher education. The part of the intrusive advising practice they
stressed was that intrusive advising is a continuous process, contact has to be on a regular basis
not part of a mandatory advising session and it should not be initiated just when a student is in
academic trouble (Davis, 2015). In research conducted by Glennen and Baxley (1985), an
intrusive advising model was introduced after Western New Mexico University experienced
dramatic declines in overall enrollment numbers due to student attrition. The program put in
place was structured for all incoming first-year students but with modified approaches to the
communication timeline based on the high school GPA of the incoming student. Students with
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lower GPAs were met with earlier in their first semester on campus. Table 2 summarizes the
advisor schedule plan with the incoming students.
Table 2. Advisor/Advisee Schedule
Student Categories & Activities
High Risk Students
(High School GPA under 2.99)
All Other Students
Students with Mid-Term Deficiencies
Pre-Registration of All Students for Next Semester

Week of Semester
1-2
3-7
8-10
11-14

This regional institution required all incoming freshmen to participate in the intrusive advising
based program. The results associated with the practices was that freshmen attrition was reduced
by 18% and that the number of freshmen with low ACT scores that were still enrolled at the end
of a semester increased by 27%. It should be noted that the average ACT score of the incoming
students at the university was a 14 composite ACT. The authors noted that this intervention style
program should be considered for other schools who admit students that are deemed “high risk”
based on their high school GPAs and ACT testing scores. This program implemented by
Glennen and Baxley (1985) is important to highlight as it shared a foundation for further
research to be established and explored within intrusive advising methods. The difference that
this program highlights compared to other research is the implementation of intrusive advising
methods at the beginning of a student’s career instead of after academic probation. From
Glennen and Baxley (1985) additional research was introduced to produce empirical studies to
further explore the theories and impacts behind intrusive advising initiatives.
Research conducted from Molina and Abelman (2000) found with increased intrusive
advising of students on probation in varying levels of academic risk, GPAs were increased as
well as rate of return for the spring semester. This research was conducted at Midwestern, open
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enrollment, urban university and was framed from operant conditioning theory (Arkava, 1974).
This theory explains that behavior may be strengthened or weakened by controlling the
conditions following the behavior (Abelman & Molina, 2000).
The researchers sought to determine how students that were at risk academically would
respond to varying levels of intrusive interventions. Utilizing quantitative methods to measure
GPA, retention rate, and factors identified by students as impacting their academic performance,
three groups of students on probation were randomly assigned to one of three different
intervention strategies ranging in level of intrusiveness (Molina & Abelman, 2000). The results
concluded that based on these quantitative measures, students who received higher levels of
intrusive interventions, increased their GPA as well as rate of return.
The results of this study can also be supported by other studies that reaffirm this advising
practice increases the GPA of students on probation (Abrams & Jernigan, 1984; Schwitzer,
1993). Molina and Abelman (2000) recognized the research conducted as a start to providing
some direction and more empirical evidence to intrusive advising methods but warned against
the generalizability of the study and encouraged other institutions to conduct additional studies to
add to the evidence of intrusive advising methods. Vander Schee (2007) expanded upon the
research conducted by Molina and Abelman (2000) to add to the research of intrusive advising
methods.
Vander Schee (2007) found that intrusive advising was a successful approach for students
on probation at a private university. In this study with forty-two students on probation, with the
majority of students in the sophomore to junior range, students who participated in additional
advising meetings had significant GPA improvements (Vander Schee, 2007). Vander Schee
hypothesized that students who attended three to eight intrusive advising meetings would have a
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significant improvement in GPA. The study was framed with theoretical models on advising,
specifically the intrusive advising model established by Earl (1988). Vander Schee utilized
quantitative methods to measure program effectiveness based solely on an analysis of variance to
show significance of difference in semester GPA between the three groups. Advising within this
program was not mandatory and the students on probation had the option to choose the amount
of advising they wanted to participate in. Vander Schee (2007) presented recommendations for
administrators to consider mandatory advising for students on probation based on the results of
this study.
Although this research is helpful to see examples of where intrusive methods can help
address students in academic trouble, universities should be working to proactively reach
students before the point of academic probation. Utilizing intrusive advising as a method to
address student needs and challenges before the point of academic probation could help with
retention by intervening before the issues arise. The research on student perceptions of intrusive
advising practices is limited in the field, especially within land-grant institutions and within
colleges of agriculture. The research by Vander Schee (2007) and Molina and Abelman (2000)
also focuses on the quantitative gains from student retention numbers or overall GPA without
considering other factors that may have also contributed to these changes by assessing feedback
from the actual individuals in the programs, the students.
Theoretical Framework
Foundational research regarding student retention is often linked to Tinto’s (1975, 1993)
student integration theory. Part of Tinto’s (1993) theory focused on the key critical periods in a
college student’s career where the institution might take action to prevent student departure
through social and academic experiences. From the first formal contact with an institution,
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through orientation, first-year programs and advising, each piece is crucial to contributing to the
retention of students. “By actively delivering such services, institutions may be able to build
stronger connections between students and the institution,” (Campbell & Mislevy, 2013, p. 2)
and through these actions universities hope to actively identify and engage students by being
proactive with supplying these resources. Tinto (1993) explained that for retention efforts to be
successful, institutions should focus on implementing long-term intervention programs that seek
to assist students academically, involve students in the life of the institution and provide
continued advising.
Theoretical models of student retention were not developed until the early 1970s (Habley
et al., 2012; Seidman, 2005; Tinto, 1993). This study is framed by another model from Tinto
2012), the model of institutional action. Building from the previous (1993) model of student
integration, this model focuses on the conditions within institutions that students are placed in
rather than on the attributes of students themselves or the events external to the institution (Tinto,
2012).
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Figure 1. Model of Institutional Action (Tinto, 2012)
Tinto’s previous model of student integration was built on Spady’s (1971) model of the
undergraduate dropout process. Tinto (1993) explained the model focuses on the longitudinal
process of student retention and organizes the influence on student retention into five broad
categories. Based on Spady’s views of interaction between the students and academic and social
systems, Tinto expanded the focus on student experiences. Tinto argued that the experiences
students have, especially within the first-year of college, are pivotal students’ persistence (Tinto,
1993). The student integration model (1993) organizes the college or university experiences into
two systems: academic and social:
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Broadly understood, it argues that individual departure from institutions can be viewed as
arising out of a longitudinal process of interactions between an individual with given
attributes, skills, financial resources, prior educational experiences, and dispositions
(intentions and commitments) and other members of the academic and social systems of
the institution. The individual’s experience in those systems, as indicated by his/her
intellectual (academic) and social (personal) integration, continually modifies his or her
intentions and commitments. (Tinto, 1993, p. 113).
There is a point in the model where students separate themselves from the influence of
some of the pre-entry attributes, like family influence, and start to engage in taking on values
identified from institutional experiences (Aljohani, 2016). To persist, students must be integrated
within both systems within their academic institutions. The model of institutional action shifts
more of the focus to the specific actions that the institution has control over to influence student
retention. The student attributes and external environments are not the focus of the model, as the
intent is to focus on the expectations, support, assessment and feedback, and involvement or
engagement that shape student academic and social involvement, ultimately influencing student
commitment through the actions of institutional commitment (Tinto, 2012). The new model of
institutional action addresses some of the gaps and weaknesses from the model of student
integration. Tinto’s (1993) theory and model was extensively tested and examined (Barnett,
2007; Braxton & McClendon, 2002) but researchers like Braxton, Hirschy, and McClendon
(2004) questioned how this model addresses student retention at various types of institutions as
well as the effectiveness of retention practices based on smaller institutions versus large-scale
institutions. The model of institutional action provides more focused insight to address these
weaknesses and creates an opportunity for universities to further explore the institutional
commitments in place through institutional action. Tinto (2012) describes this commitment:
Institutional commitment to student success in turn sets the tone for the expectational
climate for success that students encounter in their everyday interactions with the
institution, its policies, practices, and various members (faculty, staff, administrators, and
other students) (p. 259).
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This study focused on the four key elements of this model: expectations, support,
assessment and feedback, and involvement or engagement, as they pertain to intrusive advising
and retention initiatives a first-year student experiences within a college of agriculture as part of
the institutional action to student commitment. What students encounter after admittance and
enrollment into college matters more than the commitment the student makes to attend the
institution (Drake, 2011; Tinto, 1987; Wilder, 2016). This study explored the students’
perceptions of the intrusive advising and retention initiatives they experienced during their firstyear on campus and within a college of agriculture at a land-grant institution. The four conditions
of expectation, support, assessment and feedback, and involvement or engagement guides the
four overarching research questions and the interview protocol. It is crucial to understand
institutional commitment from a student perspective based off their experiences with institutional
actions created to address retention. By exploring the perceptions of stakeholders of the intrusive
advising and retention initiatives, a better understanding can be developed of first-year student
experiences within a model of institutional action.
Summary
The previous research and established theories pertaining to retention and advising helps
to guide future research. Although previous studies have been conducted regarding the use of
intrusive advising programs and their impact on retention, the majority of these studies focus on
the quantitative impact without engaging in qualitative feedback from the students. There is a
need to hear about student experiences directly from the student. “Colleges and universities need
to listen to all of their students, take seriously their voices and be sensitive to how perceptions of
their experiences vary among students of different races, income levels and cultural
backgrounds” (Tinto, 2016, para. 18).
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There is still much room for research in the areas of student retention and intrusive
advising methods. The narrowness of the intrusive advising programs focused on students that
were already on probation leaves room for more research on cases to understand early
intervention strategies with intrusive advising and retention methods. In addition to the lack of
empirical evidence of student retention efforts in the field, there is also a deficit in research of
retention initiatives, including intrusive advising methods, within colleges of agriculture. Dunn,
Hains and Epps (2013) suggest that other land-grant institutions should consider conducting
retention studies within colleges of agriculture to add to the literature and explore any retention
characteristics that are unique to agricultural majors.
From the literature reviewed, there is a gap in literature that justifies additional research
opportunities. To add to the empirical research of intrusive advising and retention initiatives and
to understand student retention within a college of agriculture, a qualitative case study approach
focused on this issue can help fill the gap of existing literature.
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CHAPTER 3. METHODOLOGY
Introduction
First-year student retention rates for four-year public institutions have continued to
remain relatively unchanged even with numerous intervention efforts to improve retention rates
(Barefoot, 2000; Tinto, 2004). Previous research studies show that intrusive advising is an
effective method of retention for students on academic probation or academically at risk (Austin
et al., 1997; Butler et al., 2016; Glennen & Baxley, 1985; Molina & Abelman, 2000; Rodgers et
al., 2014; Thomas & Minton, 2004), but there is limited research on intrusive advising and
retention initiatives outside of this subset of students. In addition, there are limited qualitative
studies focused on the how students attribute these initiatives to their retention (Wilder, 2016)
and limited studies on retention from a first-year student’s perspective within a college of
agriculture (Dunn et al., 2013). This study explored the experiences of first-year college of
agriculture students at a land-grant institution with intrusive advising and retention initiatives.
Interviews were conducted with first-year students to share their perspectives about their
experiences with intrusive advising and retention initiatives.
Research Design
I utilized a case study research design based primarily on in-depth student interviews to
address the research questions in this study. By using qualitative inquiry, I was able to better
understand the experiences of the students. “Qualitative researchers stress the socially
constructed nature of reality, the intimate relationship between the researcher and what is studied
and the situational constraints that shape inquiry” (Denzin & Lincoln, 2011, p. 8). Qualitative
research is defined by Creswell (2014) as “an approach for exploring and understanding the
meaning individuals or groups ascribe to a social or human problem” (p. 4). Qualitative research
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methods are appropriate for this study, as the student experiences with intrusive advising and
retention initiatives are complex, and a detailed understanding of these intersections can only be
provided by talking directly with the students and allowing them to tell their stories (Creswell &
Poth, 2018).
Case Study
“Case study research has a long, distinguished history across many disciplines” (Creswell
& Poth, 2018, p. 97). I utilized the single instrumental case study design for this study, as the
purpose is to focus on developing a general understanding of how first-year students within a
college of agriculture perceived their experiences with intrusive advising and retention initiatives
(Stake, 1995). An instrumental case study uses a case to gain insight to a phenomenon and
explores the relationships within the case (Stake, 1995). As this study required a close
examination of people, topics, issues, or programs, the case study design fits as way to explore
the research questions (Yin, 2018). Using a case study design is appropriate when “a “how” or
“why” question is being asked about a contemporary set of events or over which a researcher has
little or no control” (Yin, 2018, p. 13).
Utilizing an instrumental case study approach to address the problem gave insight into
the particular case (Stake, 1995). As this study focused on the experiences of one group within a
college of agriculture at a land-grant institution, a single instrumental case study design fits the
needs of this inquiry. The key feature to a case study is that it is bounded or defined within
certain parameters (Creswell & Poth, 2018). Within this case study, some of the parameters that
bound this study included the specific location and college where the study is conducted as well
as the focus on a specific group, first-year students within a college of agriculture at a land-grant
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institution. The study is also bounded by a timeframe, as it focused on the first-year experience
of students within a college.
Research Setting
The setting for this case study is the College of Agriculture at Louisiana State University
and Agricultural & Mechanical College (LSU), a land-grant institution. This study refers to the
main campus in Baton Rouge where the College of Agriculture is located. The total enrollment
in the fall of 2018 at the university’s main campus was 25,328 undergraduate students and
enrollment in the College of Agriculture was 1,384 undergraduate students (Louisiana State
University Office of Budget & Planning). The College of Agriculture offers eight different
undergraduate majors with 39 concentrations for students to specialize in. The fall 2018
incoming first-year college student enrollment at the institution was 5,699 and at the College of
Agriculture enrollment was 334 first-year college students (Louisiana State University Office of
Budget & Planning). As a direct admit college on the campus, the College of Agriculture has
implemented various retention initiatives with the newest method expanding on the intrusive
advising practices. Table 3 outlines the retention and intrusive initiatives put in place at the
college level up to the 2018 year. A table that outlines the advising practices within the specific
schools and departments in the college is located in Appendix C. In the fall of 2018, a new
initiative called Tiger Intrusive Group Advising (TIGA) program was created with the intention
by the College of Agriculture to better serve the needs of the first-year students. Many of these
initiatives are considered standard best practices for retention and may be referred to by
participants during their interviews when responding about their experiences (Noel-Levitz,
2008).
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Table 3. Retention Initiatives in the College of Agriculture
Program
Agriculture
Residential College

Target Audience
First-year
students

Description
Students live on campus in a specific residence hall for majors in
the College of Agriculture; not required for all agriculture students
to choose this housing option.

Mentoring Program

Offered to all
students

Tutoring

All students

Student Organizations

All students

Organized “weeks” of
programming/monthly
social programming

All students but
promoted heavily
during orientation

Mid-term Grade
Checks

All students

Currently in second year of program; students who apply are paired
up with alumni and industry representatives for professional
development mentoring; 28 students in current cohort ranging from
first-year students to seniors.
Science and Math tutors for CoA students were put in place in the
fall of 2018; students can schedule one-on-one appointments with
tutors.
Organizations are in place for each major plus and Agriculture
Council that hosts monthly events for CoA students.
Examples include: Welcome Week events in August specialized for
CoA students; Homecoming Week in the fall; Family Weekend
event in the fall; Career Prep Week in the fall; Ag Week in the
spring; Alumni Speakers each month (3 each semester).
Students who have at least one D or F on their midterm reports each
semester are contacted by email and a letter is sent to their
permanent address. Students are provided with academic support
information. Students with multiple D/ F/NA grades are sent a
similar email/letter, and also asked to come in for a meeting with
the Executive Associate Dean. Students who do not sign up for a
meeting within 3 days are called.

End-of-Semester
Grade Checks

All students

TIGA Survey

First-year
students

AGRI 1001

First-year
students

Communication of
events and deadlines

All students

Students who are placed on/continued on scholastic
warning/probation are notified via email. These students are asked
to schedule an appointment with the Executive Associate Dean
during the first two weeks of the following semester. Additionally,
first semester freshmen who are placed on scholastic
warning/probation at the end of the fall are required to attend the
Center for Academic Success (CAS) IMPACT program in January.
Information is communicated from the college as well as the CAS.
New for 2018 students are asked to complete a survey to gauge
their academic and social integration levels, commitment to the
institution as well as their majors; survey was completed 3 weeks
into the fall semester and additional programming and
appointments were created based on student feedback.
First-year students in the CoA have the option to enroll in a firstyear seminar course that provides and overview to the CoA and
foundational skills for college students; it is not mandatory for
students to enroll in the class; 77% or 242 of new students were
enrolled in the fall of 2018.
Students receive monthly emails and for students who have opted
in, they can receive text message reminders on college events and
university deadlines.
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Beginning in the fall of 2018, the College of Agriculture noted a gap in retention
practices with first-year students. Newly admitted students in their first semester met with
advisors during the summer orientation but the process of structured advising going forward was
not handled on a consistent basis throughout the various departments and schools within the
college. In addition, the college retention rate for first to second year students has remained
relatively stagnant over the past ten years (Appendix A). Recognizing the gap in connection and
communication with first-year students, the college administration implemented an intrusive
advising program to be launched within the first three weeks of students being on campus in the
Fall 2018 semester. The program utilized a survey for students to complete that asked questions
regarding their satisfaction with their experience with the institution and the college, challenges
they are facing, and areas they are interested in receiving personalized help (Appendix I). From
this information, the staff within the college developed specialized programming, individual
meetings, events, and targeted emails, text messages and phone calls to reach out and engage
with the students based on their responses. The TIGA program was a way for the college to
implement an intrusive advising approach to working with first-year students.
Sample Selection
The College of Agriculture directly admits first-year students to the college and
therefore has direct contact with the students throughout their first-year experience at the
university. Of the 334 first-year undergraduate students enrolled in the College of Agriculture,
283 students completed the TIGA survey or 71.3% of the first-year students. The population for
this study included first-year undergraduate students who enrolled in the LSU College of
Agriculture in the fall of 2018, completed the TIGA survey, and continued their enrollment in
the spring of 2019 with a major in the College of Agriculture. Utilizing purposeful sampling
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(Creswell & Poth, 2018), this population list was generated after the 14th class day in January of
Spring 2019 provided by the Student Services Office in the College of Agriculture and matched
against the TIGA survey data that was also be provided by the same office. I narrowed this list to
establish the sample of students who met the criteria of enrollment and previously completed the
TIGA survey. After I narrowed the list, I sorted it by major and current LSU GPA. The use of the
purposeful sampling technique in qualitative research is to identify individuals that are
specifically knowledgeable about an experience or phenomenon (Creswell & Poth, 2018).
The sample selection focused on selecting two students from each of the eight majors
within the College of Agriculture, with one of the two students from each major earning a 2.75
LSU GPA or higher and the second student earning below a 2.75 LSU GPA for the first semester
at LSU. The original proposed total sample population was 16 students but 20 students
participated in the interviews. As my goal was to look for the complexity of views, purposefully
selecting students that fit these criteria helped me understand the varied experiences of the firstyear students (Creswell & Poth, 2018). Participant information was sorted by major and LSU
GPA criteria, and phone calls were made to invite students to participate in the interviews
(Appendix E). The original proposal also proposed that two students from each major meeting
the two LSU GPA parameters would serve as the interview population. This was not completely
attainable for the study. Although each major was represented, 16 students had a GPA of 2.75 or
higher and 4 students had a GPA below 2.75. Participants who agreed to participate received an
email to sign up for an interview time utilizing Acuity scheduling software (Appendix F).
Data Collection
When utilizing the case study design, researchers should use multiple sources of
evidence to enhance the validity of the data collected (Baxter & Jack, 2008). “Qualitative
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researchers typically gather multiple forms of data, such as interviews, observations, documents,
and audiovisual information rather than rely on a single data source” (Creswell, 2014, p. 185).
For this study, multiple sources of data were analyzed. In addition to the face-to-face one-on-one
interviews, data provided by the participants in the TIGA survey was analyzed (Appendix L).
TIGA Survey Data
Prior to the interviews conducted for this study in Spring 2019, a new retention initiative
was administered to the first-year students in the LSU College of Agriculture. Students who
completed this survey served as the population invited to participate in the spring in-person
interviews. After the participants were confirmed, I was able to utilize the information the
students provided in their first semester feedback on the TIGA survey as another piece of data to
clarify or substantiate the participants’ statements (Baxter & Jack, 2008). The two tables below
outline the feedback provided from the student responses on the survey.
The “challenges” listed in the table below are challenges student shared they were
currently facing in their first semester at LSU. Students could choose to check multiple
challenges on the survey.
Table 4. Tiger Intrusive Group Advising (TIGA Survey) Data: Challenges
Challenges
Struggling with time management
Not sure I am in the right major
Having trouble acclimating to college life
and being away from home
Feeling like I do not belong here
Worried about my classes and grades
Financial issues
Need some career coaching advice
Understanding accommodations available
through Disability Services
None-I feel that I am on the right path
Other

Students
106
44
52
22
184
67
56
8
29
12
40

Students identified specific “target areas” they wanted additional help with or wanted to
receive specific communication on to help them with their transition in their first-year.
Table 5. Tiger Intrusive Group Advising (TIGA Survey) Data: Targeted Areas
Target Area
Undergraduate Research Opportunities
Managing Financial Costs
Deciding on Major
Getting Involved
Time Management Planning
Study Abroad Planning
Academic and Study Skills
Internship and Career Planning

Students
51
58
60
82
94
130
136
155

The staff in the college compiled the information provided by the students in this survey
to create targeted personalized emails, text messages, and phone calls related to their areas of
interest and address the challenges students were experiencing. Additional workshops, one-onone appointments, and communication took place over the 2018 fall semester with the groups of
students that completed the survey. The data from this survey was used to directly influence the
retention initiatives and intrusive advising methods in place within the LSU College of
Agriculture.
As there are limited qualitative studies focused on how students attribute intrusive
advising and retention initiatives to their success and from a first-year student’s perspective
within a college of agriculture, the interviews conducted with the students in the spring provided
a detailed perspective of student experiences. The interviews conducted in the spring allowed me
to build from the first semester survey questions to gain insight on the student’s perspectives of
their transition from high school to college, experiences with the intrusive advising and retention
initiatives, overall experiences within the College of Agriculture, and persistence plans after
completing their first semester.
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Interviews
In qualitative research, interviews are one of the primary methods of data collection
(Creswell, 2014; Yin, 2018). I conducted pilot interviews in March 2019 with two undergraduate
students in two different majors enrolled in the College of Agriculture who were not
participating in the study. I utilized the feedback from the pilot interviews to adjust the interview
protocol based on the pilot interview feedback.
After the pilot interviews, undergraduate students invited to participate in the interviews
received a personalized email from the researcher. Students could individually sign up for
appointments for their in-person interviews and schedule those directly from the email utilizing
Acuity scheduling software (Appendix F). The element of informed consent was provided before
students began the in-person interviews. Students were informed that their information would be
kept confidential, that their participation was voluntary, and that their participation in the
interviews would not affect their relationship with the college or university (Appendix G).
I conducted face-to-face, one-on-one semi-structured interviews with each participant
for approximately 20-40 minutes following an interview protocol (Appendix D). Interviews were
conducted in a private office within the College of Agriculture, which is in a central part of
campus convenient for students participating in the study. I audio-recorded each interview and
took detailed notes to utilize when creating a transcript for analysis. Throughout each interview, I
checked for consistency in responses to help increase the trustworthiness of the analysis (Lincoln
& Guba, 1985). The interview protocol included questions about the participants’ experiences in
the college and university, experiences with retention and intrusive advising methods, challenges
they have faced, and future plans (Appendix D). The semi-structured interview questions were
developed based on the literature review of the theories used as the conceptual basis for this
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study, the research on intrusive advising and retention initiatives within institutions and colleges
of agriculture, and the setting of the case itself. As there were time constraints to completing the
interviews in a semester, within the research timeline, and the response rate was dependent on
the undergraduate students, the study included 20 participants who participated in interviews.
Researcher Positionality
It is important for the researcher to disclose personal beliefs, biases, and experiences
prior to conducting the research to build trustworthiness (Creswell, 2014). The role that the
researcher plays in the qualitative research process is key to data collection for a qualitative
study (Lincoln & Guba, 1985). As I am close to the subjects in the case study, it is important that
I acknowledge my own bias, limitations, and views throughout each step of the process from
data collection to reporting. It is assumed in any qualitative research that the researcher’s own
values and biases impact the outcome of a study (Merriam, 1998). For this study, in interest of
full disclosure, the following discussion outlines my personal experiences connected to this
subject area.
In my role as a staff member at the research site, the College of Agriculture at LSU, I
focus primarily on recruitment and retention of the undergraduate students. I have ten years of
experience in working within higher education in a capacity with undergraduate students in
agricultural based majors. My current position at LSU previous experiences at another land-grant
institution as well as a state institution of higher education, and my additional experience
teaching in the K-12 system, gives me a broad spectrum of insight to understand challenges that
undergraduate students experience. I have the opportunity to work closely with undergraduate
students every day from the recruitment process before they enroll, to the retention process of
social and academic integration. I have, and continue, to serve in roles as an organizational
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advisor to undergraduate organizations, teach undergraduate courses, and unofficially serve as a
mentor to many undergraduate students.
My personal background as it relates to the study and my methodological approach may
provide some level of bias. I am a first-generation college student who graduated with two
degrees from an agricultural institution in the Midwest. I utilized Pell Grants, federal student
loans, and federal-work study support as well as off-campus jobs to pay for my undergraduate
and graduate education. I work closely with the agricultural industries and higher education
programs connected to agricultural majors. As a first-generation college student from a small
rural town, I experienced personal challenges financially, socially and academically that may
constitute a bias. As the investigator’s contribution to the research setting can be positive and
useful (Locke, Spirduso, & Silverman, 1987), I believe that my background and professional
experiences enhances my awareness, knowledge, and sensitivity to many of the challenges
colleges students face and assisted me when working with the participants in this study.
As a staff member in the college and given my personal background, I do have
advantages in this researcher role as an internal evaluator. I have knowledge of the procedures
and culture in the setting and I am someone with whom the students are familiar, which
promotes more open and honest feedback from the participants (Bonner & Tolhurst, 2002). I am
also aware that I must consistently reflect on the bias I bring to this study, acknowledging my
role as an internal evaluator, so I do not make assumptions about the meanings of some events or
only disclose positive results (Creswell & Poth, 2018). I conducted this study with the
perspective that the first-year experience a college student has is pivotal to the rest of their
college career. I view the academic and social interactions that first-year students have as key
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parts to a student’s decision to continue on their path in education and truly want to understand
how to serve the needs of students.
Human Participants Ethical Precaution
During this study, I adhered to the ethical guidelines outlined by the Institutional Review
Board (IRB) of LSU. I provided participants with consent forms and I introduced participants to
the purpose of the study (Appendix G). The participants were also informed about the steps that
were taken to guarantee the confidentiality of the data as well as their anonymity to ensure their
honesty with their responses (Appendix D).
Data Analysis
In the case study design, a detailed description of the setting or individuals proceeds the
analysis of the data for themes or issues (Stake, 1995). In addition to analyzing the data to
identify overall themes, qualitative researchers also analyze data throughout the data collection
process (Creswell, 2014). During the data analysis process, I analyzed the data collected from
both the interviews and the surveys, and wrote notes to utilize when creating the narrative in the
final report. The process of qualitative data analysis is different from quantitative research in that
in quantitative research does not analyze the information until after the data is collected
(Creswell, 2014). Using an interpretivist analysis and a constructivist approach, I utilized oneon-one interviews to work towards interpreting the participants’ constructions of their meanings
to understand their experiences when analyzing this case (Creswell & Poth, 2018). I relied on the
participants’ views of the situation to present an in-depth understating of the case, to provide
assertions (Stake, 1995) or explanations (Yin, 2009) from studying the case.
Although I analyzed the data throughout the collection and narrative process, I had a
procedure in place for this process. I first organized and prepared the data for analysis by
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transcribing interviews, reviewing the survey material, and typing up additional notes from
interviews. This part of the process gave me the opportunity to reflect on the overall meaning
(Creswell, 2014). Once the data was organized, I read and reviewed all of the data to start
exploring the general ideas and tone of the participants.
The coding process began with an open-coding approach where I reviewed all
transcripts and made notes on each transcript. The transcripts were uploaded to Dedoose, a
qualitative research software, to start the next round of coding. An initial list of codes was
created that had 82 different codes and upon reviewing the codes and the transcripts again, these
codes were revised, merged, and used to recode the transcripts again (Creswell, 2014). At this
point, a preliminary codebook was developed with parent codes, sub-codes, and definitions. The
preliminary codebook and two transcripts were shared with two researchers with training in
qualitative research but outside of the LSU College of Agriculture and not directly involved with
undergraduate students or the project (Guest, MacQueen, & Namey, 2012). The researchers were
asked to use the codebook to code two transcripts each and to make notes on the transcripts to
indicate any additional codes that they identified that were not listed in the codebook. I then met
with the two researchers to debrief on the coding process. The codebook was finalized after an
inter-coder agreement was established with the two other researchers; ensuring there was
consensus on the choice of codes (Appendix I).
Credibility and Dependability
In this qualitative case study, I established trustworthiness through the several strategies.
Qualitative validity or credibility exists when a researcher checks for accuracy of the findings
through strategic procedures and qualitative reliability or dependability is exhibited when a
researcher’s approach is consistent across different researchers (Gibbs, 2007). To address
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credibility of the research project I performed member checks (Creswell, 2014) by sending each
participant their participant narrative and the quotes used in the study so the participants could
confirm the information was accurate. I also acknowledged my own intrinsic researcher bias and
worked to challenge this throughout the analysis process. I triangulated the data by utilizing
information students provided in the TIGA survey to help build coherent themes, along with the
face-to-face in-person interviews (Creswell, 2014). Within my role, I had the opportunity to
spend time within the setting and with the participants. This created an opportunity to provide a
more accurate or valid description of the case (Creswell, 2014). I also utilized my committee
members and two colleagues as external auditors to review the project to establish
trustworthiness (Lincoln & Guba, 1985).
I checked dependability by ensuring that procedures were documented (Yin, 2009).
Gibbs (2007) also suggests several other procedures to ensure dependability, like checking
transcripts, developing a definition of codes, and cross-checking. Transcripts were reviewed to
ensure they did not have errors or mistakes. To ensure that there was not a drift in definition
codes, I established notes and definitions of codes to guide the analyzing process by developing a
codebook. I also worked with two colleagues to review transcripts and coding to establish if
there was agreeability on the coding of data. When describing the themes that surfaces from the
research, I utilized “rich, thick descriptions” (Creswell, 2014, p.202). This technique, according
to Creswell, is a major strategy to ensure for credibility in a qualitative study.
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CHAPTER 4. FINDINGS
Introduction
The purpose of this qualitative case study was to explore the perceptions of first-year
students who experienced intrusive advising and retention initiatives in the College of
Agriculture at Louisiana State University (LSU). Four overarching research questions help to
guide this study to explore the students’ perceptions of intrusive advising and retention initiatives
during first-year enrollment in the College of Agriculture at LSU. The research questions and
interview protocol reflect the theoretical framework of the study, connecting to the four
institutional conditions: expectations, support, assessment and feedback, and involvement or
engagement (Tinto, 2012):
1. What challenges do first-year College of Agriculture students experience when
transitioning from high school to college?
2. How do first-year students perceive the College of Agriculture’s intrusive advising and
retention practices?
3. What are first-year students’ experiences with feedback, expectations, involvement, and
support within the College of Agriculture?
4. How do first-year students in the College of Agriculture describe their plans to persist at
the institution?
To answer these four questions, I gathered data through semi-structured one-on-one
interviews with 20 first-year students in the LSU College of Agriculture. I invited students to
participate in the interview process in the Spring of 2019 after completing their first semester at
LSU in Fall 2018, completing an intrusive advising survey, and continuing enrollment in the
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LSU College of Agriculture into the spring 2019 semester. I transcribed the interviews and coded
to develop concepts and ideas, which were then organized and grouped into themes.
Participant Profiles
Participants represented first-year students enrolled in a major within the LSU College of
Agriculture. This paper presents the overall themes from the 20 interviews; however, to provide
additional context on the participants, narratives are presented on each individual. To protect the
identity of the participants, participants were given the option to choose a pseudonym during the
interview. If the student did not want to choose a pseudonym, a pseudonym was assigned.
Additional demographic, major, and high school and LSU GPA information is provided in the
tables below.
Table 6. General Participant Demographic Information by Major
Major

Participants

LSU
GPA
<2.75
0

Students of
Color

Gender

In/Out
State

First
Gen.

2

LSU
GPA>
2.75
2

Textiles, Apparel,
and Merchandising
Agricultural
Business
Agriculture &
Extension
Education
Animal Sciences

0

2F

1

3

2

1

1

3

2

1

0

1 F/2
M
3F

0 In/2
Out
3 In/0
Out
3 In/0
Out

2

2

0

0

1F/1M

0

1

1

0

0

1F

1 In/1
Out
1 In/0
Out

Environmental
Management
Systems
Natural Resource
Ecology &
Management
Nutrition & Food
Sciences
Plant & Soil
Systems
Total

4

4

0

1

4F

2 In/2
Out

2

4

2

2

1

4F

1

1

1

0

0

1F

20

16

4

3

17 F/3
M

3 In/1
Out
1 In/0
Out
14 In/6
Out
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1
2

0

0
7

Table 7. Participant Demographic Information
Participant

Student of Color

Gender

In/Out-ofState

FirstGeneration

ACT

LSU
GPA
Range

20
27

High
School
GPA
Range
<3.5
>3.5

Abbie
Chloe

Female
Female

In-State
In-State

Yes
Yes

Dylan
Elise
Eva
Gabriella
Haley

No
Native American or
American Indian
No
No
No
No
No

Male
Female
Female
Female
Female

Holly

No

Female

Josephine

No

Female

Julianna

No

Female

Kamora
Kelsey
Lexi

Asian/Pacific Islander
No
No

Female
Female
Female

Linda

Hispanic/Latino/White

Female

Lyric

Black/African American

Female

Paisley
Paul
Payten
Summer
Tessa

No
No
No
No
No

Female
Male
Male
Female
Female

In-State
In-State
In-State
In-State
Out-ofState
Out-ofState
Out-ofState
Out-ofState
In-State
In-State
Out-ofState
Out-ofState
Out-ofState
In-State
In-State
In-State
In-State
In-State

No
No
No
No
No

24
28
30
25
20

>3.5
>3.5
>3.5
>3.5
<3.5

>2.75
>2.75
>2.75
>2.75
<2.75

No

26

>3.5

>2.75

Yes

19

>3.5

<2.75

No

23

>3.5

>2.75

No
No
No

28
27
27

<3.5
>3.5
>3.5

>2.75
>2.75
>2.75

Yes

20

>3.5

>2.75

Yes

19

>3.5

>2.75

Yes
No
Yes
No
No

24
28
23
30
25

<3.5
>3.5
>3.5
>3.5
>3.5

<2.75
>2.75
<2.75
>2.75
>2.75

>2.75
>2.75

Abbie
Abbie started her career at LSU as an Animal Sciences major but switched her major to
Agriculture & Extension Education so she could gain a broader view of the field of agriculture.
LSU was the only institution she applied to that had a college of agriculture, which is specifically
why she applied to the institution. She enjoys her agriculture classes and that she has the
opportunity to explore all areas of agriculture within her major. Her current academic and career
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goals are to “finish college, get my degree, and start a job in agriculture teaching.” She is a firstgeneration college student and an in-state student.
Chloe
“I decided on LSU because I’ve just always admired it.” Chloe enjoyed seeing what LSU
had to offer and the success rates of the LSU graduates compared to other institutions. She
knows that she wants to graduate with her Baccalaureate degree in Natural Resources Ecology
and Management but is not sure where she wants to go after LSU. Chloe’s current path is the
3+1 curriculum for the College of Veterinary Medicine but she is also considering graduate
school or law school. She is a first-generation student of color from Louisiana.
Dylan
Dylan’s major goal is to keep his GPA around a 3.5 and focus on his studies. His career
goal is to take over a family business and expand the cattle operation. Growing up watching LSU
athletics, Dylan always wanted to come to LSU as he says, “It’s been a dream of mine.” He
decided on his major after looking into opportunities within the college and knowing that he
wanted to take over the family farm, Agriculture Business was the perfect fit. Dylan is an in-state
student.
Elise
Elise decided on her major of Plant and Soil Science after talking with someone from her
hometown. She has plans to either go to law school or go into a graduate program that focuses on
agricultural communications. She is confident in this goal and did not look at any other
institutions before making her choice to enroll at LSU. “Once it got to your major, there wasn’t
really any comparison of which college to choose for that major or being in the College of Ag
either.” Elise is an in-state student and was involved in FFA in high school.
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Eva
Although Eva chose to major in Environmental Management Systems, she is considering
pursuing a law degree upon graduation and focusing on environmental law. She chose LSU
because she wanted to stay in state and be close to home but also wanted a bigger college
experience. She considers the College of Agriculture to have a strong agriculture program
because of the advice from her high school counselors. She stated that is the way the counselors
at her school marketed LSU, “as an Ag school” and that it was “right up there with Texas
A&M.” Her biggest passion is to preserve the environment and that is how she decided on her
major.
Gabriella
Gabriella is an in-state student majoring in Nutrition and Food Sciences. She is more
interested in the sports side of nutrition and is not looking at the traditional dietician route as a
career path. Gabriella’s ideal goal is to work for a professional, collegiate, or Olympic team. She
is currently working with the LSU sports nutrition program and enjoys the “more hands-on
aspect of my major.” She chose LSU for the price as she could take advantage of TOPS and she
is coming from a single-parent household. Through a job-shadowing experience organized by
her high school, she had the opportunity to shadow a sports dietician at LSU and became
interested in the opportunities that LSU and this major had to offer.
Haley
Haley’s career goal is to continue with her Nutrition and Food Sciences major and
become a registered dietician. Should would like to work with pediatrics, “whether that’s in a
hospital or school or somewhere with kids.” As an out of state student, she applied to four other
schools but considered LSU because her aunt lives in the area. After visiting, she decided LSU
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could be an option. She narrowed her decision down to LSU and Penn State but ultimately
decided on LSU because she felt it was “more inclusive” and because it was a smaller college
that she felt that “it was going to be easier for her to get involved and kind of see the college as a
whole instead of my program.”
Holly
It has always been a dream of Holly’s to “shop with other people’s money,” so she has
found her place within the Textiles, Apparel, and Merchandising major. As an out of state
student, she did research on colleges that “had good fashion merchandising programs” and LSU
came up. Taking advantage of the Academic Common Market program, she is able to attend
LSU and pay in-state tuition. Ultimately, she wants to become a buyer for a large retailing
company and she feels the classes she has taken so far have “really opened her eyes” to areas of
the fashion industry.
Josephine
Focusing on working for professional sports teams, like the NFL, Josephine is confident
in the choice of her Nutrition and Food Sciences major. She is a first-generation and out of state
student who was influenced by her choice to attend LSU by her grandfather and her mother’s
supervisor who recommended the institution. She shadowed her mom in her cafeteria manager
position, which helped her decide on her major. Josephine skipped 11th grade and says her
motivation to succeed in college comes from the fact that she is young and has to “make sure I
follow through.” She also credits her parents with pushing her to not give up on pursuing her
degree.
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Julianna
“I’ve always been an LSU Tiger.” Julianna recalled the many family members that
attended LSU and said she never planned to be any different. As an out of state student, she is
pursuing a major within Natural Resource Ecology and Management and would like to apply to a
veterinary school. She has experience volunteering at zoos and her mom is also a veterinarian,
these experiences helped direct her towards her goal of working with exotic animals.
Kamora
Kamora is an in-state student of color who is pursuing a degree in Nutrition and Food
Sciences. She is focusing on the pre-med concentration and is considering either becoming a
registered dietician or applying to medical school. She shared she is not sure yet but “just kind of
feeling it out right now.” Kamora chose LSU because of financial reasons and she felt it was
more convenient for her. She came across the pre-med option within Nutrition and Food
Sciences and thought, “it seems interesting.”
Kelsey
According to Kelsey, there was no other option than LSU. She always wanted to attend
LSU and did not apply to any other institution. She decided on her major of Agriculture and
Extension Education because of her interactions with her high school agriculture teacher. She
was in FFA in high school and saw the impact that her teacher had on other students as well as
herself, and “wanted to do the same thing.” Kelsey is an in-state student.
Lexi
Lexi is an Animal Sciences student but really wants to focus in on poultry production.
She would love to do research with poultry and is trying to decide if she is more interested in the
production side or products side. As an out of state student, she started to find out about the
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majors at LSU through a high school agriculture teacher in her district. In comparing LSU to
Texas A&M college agriculture programs, Lexi felt that LSU was much smaller and “felt a lot
more homey than Texas A&M.”
Linda
Linda is a first-generation student of color and is fourteen hours away from home. She
was originally planning to become a veterinarian but after mid-semester, she did not think she
would be able to maintain a GPA that would be competitive to apply. She did talk with a faculty
advisor within her major of Natural Resource Ecology and Management and decided to stay
within her major to focus on conservation biology. She watched a television show that was
filmed in a Louisiana setting and decided to explore schools in the state that offered preveterinary options. Sharing that she did not know it was a “well-known school” until talking with
her parents, she decided to choose LSU, “just spontaneously.”
Lyric
Lyric has a double major in Textiles, Apparel & Merchandising and Mass
Communications. Even though her family left New Orleans during Hurricane Katrina and
relocated to Texas, she has wanted to come to LSU since she was three years old. Lyric has
always had a passion for the fashion industry, “From a young age, I knew I wanted to work in
the fashion industry.” She also enjoys writing and is hoping to utilize her double major to work
within the fashion industry, either with merchandising or writing for a fashion magazine. Lyric is
a first-generation student.
Paisley
The focus of Paisley’s second semester is to maintain a good GPA and keep at least a B
or C average. She is currently pursuing an Agriculture and Extension Education, Extension
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major with the goal to become an agriculture teacher. Paisley was unsure of what she wanted to
do until she got involved in FFA in high school. She said once she participated in agriculture
programs in high school hosted by LSU, the university became her home and the college her
family. She chose LSU and the college because she felt the faculty and staff had her “best
interests at heart.” Paisley is a first-generation in-state student.
Paul
Paul felt like he did not know what to expect coming into college since he was
homeschooled. His current academic goal is to “just graduate from LSU with an Animal
Sciences degree and hopefully get into vet school.” His career goal is to own a veterinary clinic
in the future and he would like to focus on both companion and livestock animals. Paul is an instate student and says he chose LSU “partly because it’s been in my family,” as both his parents
and brother went to LSU. He also chose LSU because of his major and the connection to the
LSU College of Veterinary Medicine.
Payten
Payten has grown up working within agriculture. Although his family does not have their
own farm, he started helping on his uncle’s farm over the summers at a very young age and
enjoyed it. His academic goal is to graduate in four years with a degree in Agricultural Business
and he hopes have his own farm one day. He is an in-state student that grew up going to LSU
football games and that is how he says he “fell in love with it.” As a first-generation student of
color, he sought out degree opportunities that involved agriculture and running a business, so his
major was the perfect fit.
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Summer
Summer is an in-state student who would like to be a veterinarian, specifically within a
zoo or working with large animals or wildlife. She is in the 3+1 curriculum within Natural
Resources Ecology and Management in hopes of being accepted into the LSU College of
Veterinary Medicine. Summer decided on LSU because it was “close to my house.” She could
feel like she was away for college but be close enough to home if she just wanted to go for the
weekend.
Tessa
Tessa’s main goals are to maintain good grades so she can get into graduate school. With
her current major, Agricultural Business, she is interested in exploring options within agricultural
policy, lobbying, or law school. Tessa has always wanted to come to LSU and was exposed to
opportunities within agriculture through her involvement in the FFA organization (formerly
known as the Future Farmers of America). She is an in-state student and considers her choice of
major a “happy accident,” as she knew she wanted to be in agriculture but once she reviewed the
courses in her major she found her true interest.
Findings
The participants in this study all completed the TIGA survey during their first fall
semester at LSU and continued enrollment in the LSU College of Agriculture into the spring
semester. The interviews were conducted in late March before the students embarked on spring
break and started preparing for finals. Conducting the interviews at this point in the spring
semester of the first-year allowed students to reflect on their first-year as they were nearing the
end of their first-year experience.
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After completing the final coding process using the final codebook, I identified four
themes in the data. Utilizing the four research questions to guide the process, I organized codes
into groups that best answered these questions and then the following four themes were
identified within the data:
1. Students perceive the LSU College of Agriculture as a welcoming, caring, and supportive
environment.
2. The transition from high school to college presents personal and academic challenges.
3. Students find value in the retention programs, student organizations, and the communication
organized by the College of Agriculture.
4. Students believe they are on track with the goals they set to persist at the institution.
Theme 1: Students Perceive the LSU College of Agriculture as a Welcoming, Caring, and
Supportive Environment
The first theme that surfaced from the participant interviews was that many of the
students perceived the LSU College of Agriculture environment as a place that was welcoming,
caring and supportive. Out of the 20 students interviewed, 17 referenced that through the
interactions that they had with LSU College of Agriculture faculty or staff they felt like someone
cared, felt encouraged to reach out for support, and felt like it was a welcoming environment.
Gabriella shares her experiences about the welcoming environment:
And then as far as being in the College of Agriculture, I found that everyone in
here is always willing to help. I know I've said that so many times, but it's so true.
I've only been to Student Services, I think twice, but they've been super helpful. I
haven't had to wait a long time. And even being in the agriculture class, we
constantly had different LSU faculty members, and staff members coming and
talking to us. And were like, ‘Here's my office number, stop by if you need
anything, or just want to chat. I have candy on my desk.’ So, it's just that
welcoming environment.

58

Several participants also referenced the LSU College of Agriculture as their “home” or
they felt it had a “homey” feel. Lyric compared her experiences between the College of
Agriculture and another college on campus, “Because also I'm in the College of Manship. That's
great as well, but I just feel Ag is I guess, nice and homey.” Holly discussed the feeling of
closeness within the college, “I also feel like the College of Ag is really close in comparison to
other colleges. Just seems more homey kind of feel,” and went on to comment regarding her
feelings as an out-of-state student:
And, the kindness of the students, and the faculty has been really welcoming to
me, as an out of state student and, makes me feel at home here. I was telling my
mom, when I was back at Christmas time, ‘I can't wait to go home.’ And she's
said, ‘But you are home.’ I was like, ‘No, my home is in Louisiana now.’
Paisley also used similar phrasing of her transition when explaining the “homey” and “family”
feel, “And LSU became my home. And you know, the Agriculture Department [College] here
became my family and I couldn't think of a better place to be.” Lyric also referenced how the
events offered create that “homey, friendly feel” for students.
This reference to welcoming, caring, home, or homey feel continues through the
comparison that students provided when talking about the family environment. These deep
connections and the personalized attention were recognized by almost all students interviewed.
Dylan shared, “I feel like College of Ag just does a great job at connecting everyone making it
feel like a family.” He also went on to explain the close relationship he felt with professors
within the college, saying “It definitely feels like a family here, they want you to succeed.” He
even ended his interview saying, “I am just so thankful for being here. Having everyone here as a
family just to support me.” Lyric and Tessa also echoed this family comparison or family feel in
the college. Tessa connected this family environment as a factor that made her transition to
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college easier, “And having that, family environment, really made the transition so much better.”
Lyric also shared, “And everyone's close and the faculty are super nice. And it's a little family.”
Through the experiences shared by the students interviewed for this study, the LSU
College of Agriculture is creating an environment that provides care and support to first-year
students as they go through their transition from high school to college. The students interviewed
recognized a personal “family” feel within the College of Agriculture and referenced the
environment that was created as a reason for their success in their first-year. Overall students
provided examples of this welcoming environment through explaining why they think their
experience within the College of Agriculture is different, their relationships with faculty on
campus, and the expectations set by the College of Agriculture.
Different experience. An additional supporting concept that surfaced and connected to
the overall theme was that LSU College of Agriculture students perceive their experience as a
first-year student as different than their peers. Out of the 20 students interviewed, 16 students
shared that they thought their experience within the College of Agriculture was different in a
positive way from their peers at the institution. When asked about why they thought their
experiences were different, students shared that they “have a lot more opportunities” or
resources. Students explained these opportunities as: events for first-year students, study abroad
opportunities, support from advisors and Student Services, and personal connections with
advisors.
In making these comparisons, students often referenced their experience in comparison to
a peer that is part of the University Center for Freshman Year (UCFY). As a direct admit college
on the campus, LSU College of Agriculture students are advised directly by faculty and staff
within the college throughout their entire college career. For UCFY students, students will
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participate in advising from staff advisors in UCFY and transfer to their senior college after the
completion of their first-year depending on their GPA. Tessa gave an example of a conversation
she had with a peer outside of the College of Agriculture:
And they're like, ‘You know your advisor personally?’ and I'm like, ‘Yes.’ And
they're like, ‘Oh, we just have an appointment, you schedule an appointment, you
get a random person, it's not someone that knows you, or knows what you really
need for your major, it's someone that knows all of it.’ So, you can get a different
person every semester. But, for me, I know all of the Ag Business advisors, so I'm
comfortable going to them for anything, any one of them. And I know they know
my major specifically.
Haley explained the different experience in the College of Agriculture as making her overall
experience at the university as “easier”:
But it's so much it's so much easier just going already being accepted in the
College of Ag because I don’t have to go to UCFY. I’m already with my advisor
for all four years, and it's just so much easier. And then plus I get to go to, Ag
1011 and Ag 1001 and already get dialed in on a bunch of things that I have more
opportunities that my friends at UCFY don't have.
Josephine also shared a similar conversation she had with a friend that also touched on this
different support network within the College of Agriculture, “Yes, I have a friend from UCFY.
And she says she was so lost. She literally has no idea what she's doing. And I told her how
college of ag is, we do everything inside.” Students also discussed the availability of support
resources that were always available to them within the College of Agriculture. The openness
and availability of faculty or staff to serve the needs of the students and answer questions they
may have without always having to schedule a formal appointment was something that stood out
for some students. Paisley shared:
And I know that I have friends who are, you know, even education majors like I
am, but, or education majors through humanities, they don't have the same kind of
ready resources that I do. I could walk into someone's office without an
appointment, and sit down and talk for 30 minutes, whereas, you know, their
advisors are very, strict by the book, if you don’t have an appointment, don't come
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in my office kind of thing. And I've noticed that, you know, it's a very different
experience.
Students highlighted the ease of having an advisor to reach out to and regarded their experiences
within the College of Agriculture as an experience that was “stress free.” Gabriella gave
examples of conversations from her peers about their experiences outside of the College of
Agriculture:
Currently all my friends are in the University College of Freshman Year. So, I
definitely say they have had a different experience. I've heard of them, going to
UCFY and there not being any appointments available, or just having issues with
scheduling an appointment there. So, when they're talking about stuff like that,
I'm definitely thankful that I'm in the College of Agriculture. And I can just walk
in and sign my name on an iPad and know I can talk to somebody. So that's
definitely a big stress off my shoulders. But as far as that goes, like I said, it's also
nice to know that you're already in your senior college and you're not just in this
giant pool of freshmen. So it kind of makes you feel, a little more important, I
guess that you do have this opportunity to just go straight into your college and
you don't have to worry about you know, going through UCFY or if you're going
to even get into your senior college, worst case scenario. So, I really enjoy that
aspect of the College of Agriculture.
Josephine also gave a similar response about how she thinks her experience is different than her
peers, “It makes me feel lucky and not as stressed. Overall, I feel like on average, way less stress
than other people that I have back home and in other colleges, out of state friends.” She related
this back to the help and support she receives in the College of Agriculture, “All the help we
receive here. Basically, that’s about it, we have a lot of help.”
Faculty. Students were asked about their experiences with faculty both inside and outside
of the College of Agriculture. From the students interviewed, all 20 shared that they had positive
experiences with the faculty within the College of Agriculture. Students valued the experiences
they had with their faculty members in the college and these experiences were described in a way
that connected back to the welcoming, caring, and supportive environment within the college.
When asked about their experiences with faculty outside of the College of Agriculture, a few
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students provided mixed feedback related to their experiences based on level of care from
faculty, teaching methods, and attitude.
Faculty inside the College of Agriculture. Dylan reflected on his experiences with the
College of Agriculture faculty, “I think the faculty here definitely cares about you and wants you
to succeed. I know most of my professors, on a first name basis. We ask each other how we’re
doing, like personal lives, too.” Dylan went on to state that his faculty in his major recognize him
when they see him and that they are able to “just talk like casual people.” The closeness and
openness that students have with their faculty in the college during their first-year on campus
help them to build their commitment to the institution. Eva said she had a “better relationship”
with the professors in the College of Agriculture and that she just talked to the professors more.
Linda portrays her experiences with talking with faculty in the College of Agriculture as a
relationship with casual and supportive conversations:
So, he was really nice. And gave me a lot of information, with his experiences and
things that I could do. And then it wasn't, awkward or anything. It was as if we
knew each other for a while already. So, it was just really casual. Yeah, he made
me feel comfortable with just openly discussing, my confusion about certain
things within my major.
The relationships with faculty built within the College of Agriculture do not just happen in the
classroom. Students like Holly, also mentioned that she enjoyed having the opportunity to
“interact with the staff outside of the classroom.” Tessa shared her experiences with faculty in
the College of Agriculture:
I'm super close with the College of Ag professors. I only had one College of Ag
class that is over 70 people. So I still made an effort to get to know that professor.
And a lot of them care about your experience, not just in the classroom, but
outside. So, they will constantly be reminding you, ‘Hey, you'd be good at this,
for internships, for student worker positions.’
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Overall, students commented on care that they felt from the faculty, the positive
interactions, willingness to help, and their love of their experiences with the faculty. Students
shared that experiences with faculty in the college were “very good,” “helpful,” “awesome,” and
that they felt like faculty are very supportive, or “there for you.” Josephine summarized her
experience with faculty in the College of Agriculture with one word, helpful: “Okay. I feel like
the number one word is just helpful, everybody's very helpful, if you need to have a question
answered. They're there for you. Nice, friendly, they know what they're doing.”
Payten also highlighted positive interactions, “faculty members are really nice and always
willing to help.” Summer stated, “Within the college, I’ve loved all of my teachers in the College
of Ag, and in RNR [Renewable Natural Resources], I loved those teachers.” Paisley provided
similar feedback, sharing, “I love all my professors within the college…I don’t think there’s one
of them that I could have anything negative to say about.” Haley also reiterated this point that
she had not “had a bad advising meeting or bad experience with anyone in the college. They’re
all very nice.”
Faculty outside of the College of Agriculture. Student experiences with faculty outside
the College of Agriculture were mixed. Students that had positive experiences gave examples of
faculty that were willing to stay after class and were receptive to students asking for help.
Summer recalled a biology professor that even had a running time where students could go jog
with him to ask questions about the course. The experiences that stood out for students as
positive were when they had direct access to faculty to ask questions.
The negative experiences students described related to teaching styles and feeling like the
professor did not care. When asked if he sought out office hours with a professor regarding a
course he was struggling with, Paul shared that he did go to office hours and that “he actually
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said he doesn’t really care.” Lyric also mentioned that “some of them don’t really care about
you” and the some of the negative experiences were just related to their teaching styles. Paisley
also supported the disconnect to the teaching styles as a negative experience and said it was
something she was “just trying to adapt to.”
Advising. As a direct admit college, the advising experience and support that students in
the College of Agriculture have different experiences from other students on campus that utilized
a central advising center. All twenty students interviewed for this study stated they had a
positive, positive to neutral, or neutral advising experience within the College of Agriculture.
Fifteen students specifically said they would describe their advising experience as positive. Eva
stated that her advising experience was “wonderful” and that “I love my advisor, she’s very
helpful.” When asked about her advising experience, she shared:
Well, when I went in for my advising meeting, she was very, direct. And she was
also very, very nice and welcoming. And she had, reached out to me after we had
scheduled to try to make accommodations for me for a class that she’s the
professor for. So that's cool.
Other students interviewed talked about the listening skills advisors had and the advice that was
provided. Kelsey appreciated this experience with her advisor, “You ever just need to sit down
take a load off, they’re right there, and they do not mind listening to you and to give you any
kind of advice.” Students are not only seeking advice on academics from their faculty advisors
but also career development experiences. Lexi shared that after discussing academic plans, her
advisor helped her think about internship opportunities, “And then after that, we had a good
conversation about, internships and stuff. One of the internships I ended up applying for, was
whenever I was talking to her about, it was a really good meeting.”
In addition to advice, students look to their faculty advisors for general planning and goal
setting for their time at LSU. Lyric highlighted this planning experience:
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Yes, I have Ms. Donna. She's great. She's one of the first people I met here and
she's really nice. So, we have that connection. And I'm actually going to her
tomorrow, but last semester, she really helped me a lot. She sat with me and we
went over basically all of my semesters. And I went to her again once I added my
other major. And I thought I was really stressed about it didn't know if I would
graduate on time and everything. But we made a plan to do, you know, work out
all the semesters and some summer semesters, so I could still graduate on time.
So, it's always been positive.
This ability to reach out to advisors for questions throughout the semester and to have another
person to plan with for not only academics but also career exploration creates a welcoming
environment for students to feel supported through faculty advisors within their majors. Students
like Chloe said that her faculty advisor also helped her with a situation with a physics class and
“he was just very helpful in general for giving advice and just helping me figure out what to do
when I'm in a situation.” The personal support is another important positive experience that was
mentioned from students. Paisley shared this thought on her advising experiences:
I love my faculty advisor, I can go to him for just about anything school wise,
personal wise. I actually had to go sit down in his office about a couple weeks ago
and just talk about personal stuff, because I had some health issues at home with a
family member. And I just needed to sit down and get his opinion on what to do
involving a class of mine. And I enjoy the College of Ag’s advisors, even if
they're not specifically my advisor, I can always sit down with one of them and
get questions answered. They’re all very welcoming, very warming.
If students indicated they had a neutral advising experience or did not explicitly say if
their experience was neutral or negative, there were mixed reasons on why they described their
experiences as such. Juliana said they she has everything figured out on her own before her
appointment and that her advisor just approves it. She said that is her “just being super
organized” so she categorized her experience with her advisor as neutral. Kelsey described her
experience as between neutral and positive. Her advisor was nice but because he was new to the
university and new to the credit transfer process, so she did not have confidence in the beginning
of his advising. Elise referenced her advising experience as neutral but that her advisor is
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“helpful” and “tells me what I need to do.” She also said her advisor gave her advice on looking
into graduate school but because she did not have the same degree as Elise, she did not think she
could provide advice on specific course questions.
Gabriella started with explaining her advising experience as neutral but said it was “not
my advisor’s fault.” She went into detail on the complexity of a situation of coming in with dual
enrollment credit and that her advisor did not have experience with a student who had so much
credit but then went on to say “overall, she’s been super helpful.” She then explained a situation
where she needed advice on courses that were scheduled at the same time and determining
priorities for which course to register for. Gabriella shared that “when it comes down to it, I
really appreciate her because I would not have known what to do in that situation.”
Two students shared some advising experiences that can be considered negative but
became a positive experience within the College of Agriculture. Dylan did not answer if it was a
positive, negative, or neutral experience but just explained his frustration with an advising
situation. Dylan shared, “I think they have the best intentions but sometimes they put you into
some super hard classes.” In explaining this situation he was worried about not being able to do
well in a course and the risk of retaking it, costing him additional money in tuition. When he
shared an idea of taking a course a local community college, he said his advisor “shot it down.”
Dylan shared that he took the advice from his advisor and took the “super hard class as LSU”
because he trusted the advice from his advisor and accepted the challenge. He stated, “I will
always remember the confidence that my advisor instilled in me that I could do well in that
course.” Lexi said that overall her advising experience was positive but referenced issues being
able to set up a meeting with her advisor. In her major, the largest major within the college, she
shared it is “hard to get a meeting because there’s so many of us.” Lexi said she has to email
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“really fast” to be able to try to find an appointment. She also shared that her assigned advisor
was not available so she ended up advising with another faculty member that “squeezed” her in.
After she was actually able to visit with the advisor, she had a positive experience.
Expectations. When students discussed their perceptions of the expectations set by the
College of Agriculture, they consistently shared the expectation was to succeed, ask for help, and
get involved. Dylan summarized the expectations as, “They definitely want you to explore your
options. Get out of your comfort zone… They definitely want you to succeed too. They help you
any way they can.” Haley shared a similar perspective when discussing expectations of the
college, “To be involved with the college, to not be afraid to go to the college when you have
problems.” Elise and Eva also echoed this perspective of “coming to you with any issue you
have” and to “be involved, go to events, and join organizations.” Chloe shared that she thought
the college “just wants you to do your best” and Lexi supported this thought with highlighting
resources available to meet the expectation that the college just wants “you to do well.”
Students discussed the expectations of hard work within the LSU College of Agriculture
as part of their experience and also the overall caring environment. The expectation to succeed
and ask for help was relevant in all of the interviews of the participants. The students shared how
they perceived the support available to them and the openness of the College of Agriculture
faculty and staff. Holly explained that she did not feel like all students were expected to be held
to the same level to be a part of the college but that hard work was expected by the college, “I
feel like everybody's really welcoming. There’s definitely level of professionalism that you need
to be at and you need to be hard working to reach them.” Gabriella recalled an experience during
a presentation from a College of Agriculture faculty member that also highlights this “hard
work” or “tough love” mentality:
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You need to make sure that you're putting in the effort and doing well and taking
these Gen Ed [General Education] classes seriously freshman year because your
GPA matters for getting into vet school and even getting a dietetic internship. It's
a super important part.” So, I enjoyed kind of like the tough love the College of
Agriculture gave us because it wasn't like we were ever clueless about what we
needed to do to succeed in our majors. I enjoyed that they were just straight out
honest with us, because I'd rather somebody be honest to me freshman year and
say, this is what you need to do, then somebody come to me senior year and be
like, well, if you had just tried it a little harder your freshman year and done a
little better in these classes.
Tessa mentioned the “College of Ag atmosphere” when explaining her thoughts on the
expectations set by the college and that there are “very high expectations for College of Ag
students.” “I fell into the College of Ag atmosphere where you work hard, you get what you put
in. And that really helped me just surrounding myself with the right people.” This hard work
mentality and that students in the College of Agriculture are “not here to just settle for less,” as
Elise shared, is an elemental piece within the College of Agriculture that backs this overall theme
that students perceive the LSU College of Agriculture as a welcoming, caring, and supportive
environment, setting the expectation of success for first-year students.
Theme 2: The Transition from High School to a Land-Grant Institution Presents Many
Personal and Academic Challenges for Students
In explaining the transition from high school to college, most participants regarded the
transition from high school to college as difficult. Students provided examples of why the
transition was difficult referencing a lack of high school preparation, their study habits, time
management issues, the large class sizes, and challenging courses within math and science. Even
students that considered themselves a top student in high school felt the transition was stressful.
Tessa discussed the challenge of her transition experience:
Stressful. I was top of my class, super involved person in high school. I have been
successful transitioning that into college, but you put in 10 times the effort, and I
had to learn, you have to ask for help. It's just a given. I'm very open with my
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professors. If I need help, I go to them. And the College of Ag professors really
are there to help you.
Students recognized they had to be responsible for their own schedules and be motivated to want
to succeed in college. Although students referenced the support offered by both the college and
university, they also recognized that if they wanted to be successful, it required effort on their
part as well. Summer shared how her experience and share of responsibility changed in
transitioning to college:
It’s definitely really different. Now I have to wake myself up. My mom always woke me
up in the morning. And, yeah, a lot of more responsibilities that land on you. And you
can't just push off to your mom. I know, it's a lot more responsibilities.
Haley referenced a similar experience of a self-realization of her responsibilities:
And you have to be really dedicated, because you're not dedicated, there's nobody that's
saying okay, you have to do this, you have to do that. It's all yourself. So, if you don't, if
you're not out to succeed, you're not going to get the results that you want. And I think a
lot of people get frustrated by that. But it's a personal thing, and you have to realize that
you need to do it yourself. And it's not someone else has to do it for you.
As students make the transition from high school to college, the responsibility of being on their
own for some students sets in. Only five students referenced being away from their families as a
difficulty in their transition to college but a majority of the students referenced most of their
challenges as academic related transition challenges or just time management challenges.
High school preparation. From the interviews conducted in this study, several students
specifically discussed their high school preparation or lack of preparation as a factor that created
a difficult transition to college. When Chloe discussed her difficulty in transitioning to college,
the overwhelming feeling about college courses was something that she said was “what I
expected.” She went on to share that “I just felt like I was in general behind because of the high
school I came from.” Linda also had a similar experience of feeling behind. She recounted an
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example of her lack of knowledge in Excel and other software because her “school didn’t have it
because it was a lower income place.”
Outside of a general lack of feeling behind, other participants mentioned workload,
teaching differences, and the effort of studying. Josephine stated, “the workload is obviously
much different than high school.” Juliana also provided a connected statement saying that “I
didn’t study in high school” and “I did pretty well” when explaining the difficulty in her
transition. Other participants mentioned the difference in how high school teachers taught
compared to college professors and Eva even shared that she had high school teachers that were
“notorious for not really teaching much” and so that did not provide her with a “good
background” for her science courses.
Only two participants mentioned positive examples relating their high school preparation
to their college transition. Lexi talked about her large graduating class and that she was already
“used to the large classes” and that some of her current classes are now smaller than the ones she
had in high school. Dylan discussed organization skills and said that being required to fill out a
planner that was signed off on helped him to be able to transition and plan his time without being
overwhelmed.
Study habits. Eighteen of the participants at various points mentioned recognizing that
they needed to study differently for college during the interview. Students also referenced
reaching out to ask for help and utilizing services, like the Center for Academic Success or
Supplemental Instruction, as an important part of their first-year transition. Lyric shared this
advice for incoming students:
I would definitely say when it comes to academics, talk to your advisor as much as you
can and also go to the Center of Academic Success. I know a lot of first-year students are
kind of hesitant about going there. But after the first time I went, I kept going
because it has really good resources there.
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The hesitation for students to seek out resources, like the Center for Academic Success, is a
stigma that students must overcome as Lyric shared. For students in this study, when they sought
out these resources, they were more confident in their courses and found the support helpful in
their transition to be successful. Gabriella shared an experience she had with support when she
was struggling with a specific course:
So, for example, last semester, I was in biology for science majors. And that was a tough
class. But I ended up going to tutoring at the Center for Academic Success. And I went to
all the SI sessions for my classes. And I found that it was so helpful.
Outside of the support resources students utilized to help improve their study habits, other
students made mention of the overall difficulty that their high school study habits had on their
transition experience. Elise discussed the development of her study habits through the struggle of
the high school to college transition:
A lot of people, including me, didn't have to study in high school. And then at
college, you have to study every day. And I think learning how to study was a really
big deal. So, this semester’s been a lot easier for me, because I got over that hump of
last semester, and learning how I understand material and what I need to do to make sure
I comprehend it. And so just going from a place where I wasn't really challenged, I
guess, in high school, to being at a place that I was challenged, was really difficult at
first. But I enjoy it now, when I am struggling, once I finally understand it, and
comprehend it, I feel a lot more accomplished, a lot more proud of myself for making
that grade or whatever test I'm taking or just being able to understand it overall.
Elise’s comments relate back to the lack of high school preparation mentioned earlier by some
students. As she considered herself a high achieving student in high school, the transition to
college level courses and learning how to study was a major adjustment for her in the first
semester. Haley shared a similar experience in finding a balance in her study habits:
Yeah, I think I definitely found a good balance in my time and balancing studying. I
didn't realize how to study for things first semester and I didn't realize how much it
actually took of studying to get a good grade. To get a B or an A, which is what I strive
for. That was trying to figure that out. How much time or how much extra miles you need
to go just to get a B or an A, I think was the hardest thing to figure out.
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The experience of having to “re-learn” how to study and utilizing resources on campus was
common for almost all participants when they discussed their transition from high school to
college. Payten plainly stated he struggled with “not really finding time to study or just knowing
how to study.” Overall, students seemed unprepared when managing their time for studying and
the commitment needed for managing college-level studying habits.
Time management. In the quote provided by Haley regarding her study habits, she also
mentioned the balance of time. Eighteen of the participants mentioned this struggle with time
management when they discussed the difficulty in transitioning to college. Summer admitted to
just procrastinating, “I would procrastinate and study the day before, and things usually wouldn't
turn out too well.” Paul also talked about mismanaging time and how it is something that he is
still working through in his second semester: “Especially whenever I have a week that I don't
have any tests. I feel I started getting a little too relaxed, and then I fall behind and have to play
catch up again. And it's a vicious cycle.” This “vicious cycle” of time management and the
misconception of the workload was a similar experience shared by Linda regarding the difficulty
in her transition:
And it was just hard because you think, “Oh, five classes? That's easy.” I've had nine or
eight in high school, but no, it’s 1700 hours. It's just so hard. With the amount of work
you get and everything in it, it's just the studying, really. Yeah, it was just unexpectedly
harder.
Kelsey shared her realization about time management issues in her college transition:
Well, to overcome those challenges, I had to figure out time management. And that was a
challenge on its own. That was more like trial and error kind of based, kind of get my
priorities straight and figuring out I need to do this at a certain time. And if I don't do this
at a certain time, that it is not going to get done. So, I have to do it then.
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This “trial and error” based approach to college and learning how to prioritize time was a
common struggle for the majority of the participants. Holly categorized time management as her
biggest struggle with transitioning to college:
Trying, trying to figure out when or how long I'm gonna eat lunch for with these people
so I can get to class on time, and how long I'm going to hang out with a certain group of
people, just so I have time to study. And then when I'm going to go to the gym and
balancing all that out has been the biggest struggle, I thought, overall, when I was coming
to college.
For students who said they could manage their time well, they credited that skill with their
success in their transition. Chloe shared her approach to planning and managing her time as
something that other students may see as unnecessary but in her opinion is very helpful:
I'd say, have a planner, that's the best advice that you could possibly have. I always did
that in high school. And some people may think it's unnecessary, but I schedule
everything, and I think that is really helpful. I try to schedule out everything that needs to
be done at the beginning of the week. So, if anything comes up, then I'll have it already
done. And so, I think that's, that's the best advice I can give, because that's helped me a
lot. Because you never know what's going to happen. And in the syllabus, professors will
tell you major assignments and they'll tell you when it's going to be due. So, you can plan
things out very far ahead, which I, I tend to do a lot. But then I go back and make sure,
just in case there's any updates to update but just so I have a general overview when
exams are and stuff, just so I can plan ahead for that. So planning is definitely a big part.
Dylan provided a similar response indicating that he likes to plan as soon as receives his syllabi.
He also shared that he felt like some of his friends did not plan this way and it produces negative
results. The ability for students to manage their time continues to be a struggle for students
within the College of Agriculture and overall, 18 out of 20 students identified this as part of a
difficult transition.
Class sizes. Out of the participants interviewed for this study, six students specifically
discussed the large class sizes as adding to their difficult transition. Gabriella recalled her high
school class size compared to one of her first semester courses:
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Definitely class size, I would say, like I said, high school is usually 20ish kids per class.
And so, my first semester here, I had two classes in Cox, which is a 1000 person
auditorium. And that was very overwhelming to me. Even now, with classes that are just
250 people, it still can be a bit overwhelming at times.
Students not only discussed some of their class sizes as overwhelming but also the feeling of
being “just a number” as Summer shared. Payten concluded that he just felt like the larger
classes meant the professor “wasn’t focused in on you” and Holly stated that, “you’re just
another face in the sea; you’re just another person who walked in the door.” This feeling of being
anonymous within a large lecture created difficulty for some of the participants transitioning to
college but in addition to the class sizes, some students mentioned specific subject areas that
created a difficult transition experience.
College math or science challenges. Nine students went into detail on their struggles
with math in their first semester. Tessa acknowledged the resources and help that are available
with her math course but also shared she had to still teach herself within the course:
Math. Flat out the math classes because they are not there to hold your hand. They
are not in your college. They have hundreds of students come through their
classes. While they do have so much help, with tutoring, and everything. It's just a
whole ‘nother ballgame. You have to learn how to teach yourself in some aspects,
and know other resources on campus to get through those classes.
Linda was frustrated with her experience within her math course and stated that she was “not the
only one” when referring to the struggles within the course:
I think it's the way the course is set up at the institution, but the faculty member
was not helping the situation at all. You would try to go over to him for help, but
he would just confuse you even more. And the math lab just confused you even
more. That class was a mess. I know I'm not the only one because that's
everybody's experience with algebra.
One of the major difficulties students cited with the math course was the transition of completing
math in the computer-based programs. Dylan expressed it was his lack of being “tech-savvy” as
a difficulty of managing his math course:
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And I guess the biggest challenge was just taking calculus in college because it
was all online. You could do all the work correct, but if you just mistyped on the
test, you got it all wrong, that happened to me a couple of times. That was just
difficult, I'm not that, I guess, tech savvy. So just understanding your computer
and whatnot. That was my major problem.
Students also mentioned chemistry and biology courses as specific courses they struggled with
during their transition to college academics. Lexi shared her experience and some reasons why
she thought the transition was so difficult:
I think just Biology 1 was awful. It was it was so hard and just having to set the
fast pace of it. And I think having friends that were in different sections, and we're
learning completely different things. And so, it was way different from high
school, because in high school, we were on the same schedule. And then just the
way teachers taught in high school, they all kind of taught the same, so this, or
last semester was having to, get in touch with how a teacher taught and how they
made their test. And then kind of figuring that out along the way.
Paul was frustrated with the way the material was presented in his biology course:
Just because in those classes, it feels like the teachers, they don't really care as
much about how the students are doing, what they’re doing, or they don't go into
their material well enough. Which leaves us short when it comes to test.
Summer shared a similar experience with determining how to study with her chemistry course: “I
would say chemistry. Chemistry was hard for me the first semester because we had tests at like
seven o'clock at night. And you really have to focus; it's a different kind of studying.” As
students are already struggling with larger class sizes, the adjustment to the workload of college
coursework, and managing time dedicated to studying and determining how to study, these two
areas of math and science stood out with courses that students struggled with the most during
their transition to college. The computer-based math with one day a week of classroom
instruction caused additional academic transition challenges for students and the “fast pace” of
the science courses caused additional stress in the academic transition to college.
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Overcoming transition challenges. Although all participants referenced some type of
struggle in their transition or an obstacle they had to overcome, some shared the sentiment that
the transition was not as difficult as they expected. Gabriella shared her thoughts on why she
thought her transition was easier for her:
It was actually a lot easier than I thought it would be. I came from a really good
high school that I felt prepared us very well. And I was nervous about coming into
LSU. It's a big school. It's huge, a state university. So that was a little daunting to
me.
Chloe had a different perspective of why she thought she was better equipped to handle the
transition to college:
I'd say, in high school, I studied a lot. I'm not someone who just knows stuff, they
have those people who just can make an A without even studying. I was never one
of those people. So, I think it was easier for me than it was for some of my other
friends. I had one other classmate here from my high school. And he was always
that kind of person. Where he always just made A’s, never had to really do any
homework or anything, but I always had to work for it. So, I think it was easier
for me than it was for him, even though he's, generally, I'd say smarter than me.
But I'm just more of a hard worker. And I've always been like that. And he has to
be like that now. So, I'm just I'm already used to that. So, it was easier for me.
No matter what students credited as helpful or hindering to their transition to college,
overwhelmingly, participants referenced the support and connections they made with peers or
friends as a way to overcome some of the transition challenges they experienced. Elise credited
the support from friends as something that helped her with her transition to college and also her
persistence, “I wanted to prove to myself that I could do it even though I was struggling. But I do
say now, if I look back and didn’t have those friends, then I possibly, probably would have
transferred.” Holly provided a similar response when discussing her transition experience and the
support of peers, “I think I found good friends to surround myself with, and, allowed me to get
connected in ways that I wouldn’t have otherwise.” Kelsey also shared why she thought the peer
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or friend support piece of her transition to college was helpful, “We kind of relied on each other
a lot our first semester.”
The transition from high school to college provides many academic and personal
challenges for students to overcome. Overall, the ability for students to balance their time and
seek out support resources, whether this is academic or peer support, is an important part of
making a successful transition to college. Throughout this transition theme, students still
referenced the support and environment for being able to reach out for help as an important part
of their experience in the transition. Kamora summarized her advice for an incoming students as
it relates to making that successful transition:
Probably just to balance everything well, just know, how much time you should
be studying, how much time you should be relaxing. I guess it's just relaxing,
studying. And I guess, getting yourself involved on campus, and you should know
how to, reach out to people when you need help.
Theme 3: Students Find Value in the Retention Programs, Student Organizations, and the
Communication Organized by the College of Agriculture
Throughout the interview, many students referenced the “opportunities” that were
provided from the College of Agriculture. In explaining why they thought their experiences were
different, they also referenced the “opportunities” when comparing their experiences to their
peers in other colleges on campus and how these opportunities were communicated. These
opportunities can be described as student retention programs (like retention events, the TIGA
Survey, and the Agriculture Residential College) and student organizations. In addition to
events, strategic retention programs, like the Agriculture Residential College and the TIGA
Survey initiatives, were well-received by students and students shared positive feedback on both
programs. Students like Payten recognized the retention events hosted by the College of
Agriculture as an important part of his college and transition experience. Outside of just enjoying
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“food and meeting people,” Payten went on to explain why events hosted by the College of
Agriculture were an important part of his experience: “Yes ma’am. Because, just networking, I
mean, meeting different people and trying to get a kind of a home feel.”
Retention Programs. The College of Agriculture holds social, academic, and
professional networking retention events for students throughout the year. Many of these events
are targeted at first-year students to help with their transition to college. Students were asked if
they participated in any of the events hosted by the College of Agriculture and their thoughts on
these events and programs. Students had positive responses on the events that they participated
in. They attributed these events with helping them transition to college, make friends, build
relationships with faculty and staff, and just feel comfortable in their new “home.” Students also
shared that the events were fun and memorable to their experience. Gabriella reflected on her
experiences in the first week of classes and the College of Agriculture Welcome Week events
she participated in:
I remember also going to the snowball event during Welcome Week. That was
one of the first things I did. That was a little scary, because I think that was on,
the first Monday back to school. So, it was I guess, go by and get snowballs. And
it was super fun to see everybody out there eating snowballs and taking pictures.
And I just felt like a little party, like back to school party, which was super
welcoming.
Haley was a student that took advantage of many of the events that were offered by the college.
She recalls her experiences with the events organized by the college:
I went to a bunch of them. The programs are definitely fun. I think that they were
really diverse in the fact that it kind of appealed to everybody's major,
everybody's interest. I know that with the first the week-long event during
Welcome Week, I went to a bunch of those events and those were really nice
because I got to meet basically face to face with people that I had heard about in
the college, like I've never seen her face before. So, I got to see them. And
through those events, I met people that were in my major. And I met other
professors. So the events are definitely really helpful.
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Juliana shared a similar experience on how she had the opportunity to meet people through the
events that were hosted by the college: “I got to know a lot of people through that experience that
I would not have experienced without the College of Ag, I guess. I probably wouldn't have
thought to anyway.” Kamora also shared that the events were positive, especially the College of
Agriculture Welcome Week: “I think they're really good. They were a good way to meet people,
I thought. And yeah, that whole, just the whole week is good way to transition into the first
week.”
For students like Kelsey, the events hosted by the College of Agriculture were helpful to
building a network of friends and support:
In the College of Ag, I've gone to a few different events. And it helped me
network with new people. I had a little trouble making friends whenever I first got
here. And that made me feel a little bit more welcome.
Welcome Week and Burger Bash were the events mentioned by almost all participants.
Students not only enjoyed these events but also appreciated the opportunity to meet peers,
faculty, and staff during the first week of classes to welcome them to campus. Some students
mentioned specific events outside of the Welcome Week events hosted by the College of
Agriculture. These events included programs like the Career Prep Week and the Ag Mentoring
Program. Outside of just social aspects, some events organized by the college are focused on
professional development. Dylan enjoyed the connections made at the Etiquette Dinner as part of
the college’s Career Prep Week. Dylan shared that he thought the event was “really neat,” gave
him the chance to network with “possible employers,” and taught him professional dinner
etiquette. Paisley shared the impact that the Ag Mentoring Program had on her experience in her
first-year of college:
So my favorite event, this semester, the last two semesters has got to be the
Mentor Program. Getting partnered with somebody who's already a professional
80

was very helpful in a professional point. And then on a personal growth
standpoint, as well, my mentors, I loved them to pieces I actually had two because
my mentor and his wife, both, you know, wanted to support me in the things that I
do. And it was really cool to be able to call them with not only professional
questions like, ‘Hey, I'm going to an interview, what do you think is going to be
my best bet on, you know, conversation wise topics to talk about?’ I could also
call them and say, ‘Hey, I need to talk to your wife, because I need to know what
to wear for this interview, how to do my hair,’ you know? And it was really cool,
because I just kind of developed a really unique relationship with them, and I
loved it.
Paisley was not alone in sharing the positive experiences of the mentoring program. Elise and
Chloe also shared the positive experiences they had with their mentors. Elise shared:
Ag mentoring, especially oh, I love the Ag mentoring. My mentor was awesome.
Got me lined up with internships, and was just super helpful. He told me anytime
I need help with class that I could call him and he would answer questions. And
so that's awesome, because I don't know of any other part of the university or any
other university that does that.
Chloe also enjoyed the mentoring program and felt like she “made a really good connection”
with her mentor:
Well, Mr. Scott, he was very helpful. We did mock interviews and stuff like that.
And he has a job that is in the field that I'm interested in so, I thought that was
very helpful. And to make that connection within the Wildlife and Fisheries,
which is a potential employer in the future.
The students who shared about participating in College of Agriculture events explained the sense
of community and welcoming feel the events provided for their transition to the university. Other
students highlighted specific events that offered them the opportunity to network professionally
and work towards their career goals. These events are an important part of the first-year
experience as students are building their social support networks and finding confidence in their
persistence goals at the institution.
When asked why students did not participate in events or programs offered by the
college, most students expressed time conflicts as the reason. It was not that students did not
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want to attend the programs and events offered by the college but students found conflicts with
events overlapping with classes or work obligations. Elise shared:
Most of the time, if I didn't attend, it was because I had something, a prior
obligation. Because a lot of the times are at 3:30 in the afternoons, and that's when
I have either a lab or I'm just getting out of chemistry and have to go to work or
something like that.
Agriculture Residential College. Students also mentioned the specific programming
offered with living on campus in the Agriculture Residential College as valuable experiences to
their transition to college in their first-year. The sense of community built within living on
campus and the programming experienced with the residential college associated with the
College of Agriculture provided a positive experience for many students. Holly shared about
events that she attended hosted by the Agriculture Residential College:
A couple that I really remember was the hayride thing. And corn maze. And that
was cool, because we got to interact with some of the Ag staff in kind of a
different setting where they were making us chili and stuff like that. And, then the
Christmas dinner, holiday dinner, at the end. They're just talking about, where the
food came from, and how holiday traditions have such deep roots in agriculture
and stuff like that.
Lexi shared a similar experience about the support network and connections made with living on
campus in the Agriculture Residential College:
I think the Ag Res College was a huge factor, just because it was the same people
that we were taking classes with. So, I can kind of go with anything and even go
to someone down my hall or my RA, and just be like, ‘Hey, I'm struggling with
this and how are you doing on this or whatever.’
The experience of living in the Agriculture Residential College provided students with
connections to students within their majors to add to their support network and provided stronger
connections with faculty and staff in the College of Agriculture.
TIGA Survey. The TIGA Survey was the newest addition to the retention programs the
college implemented. Participants were asked their perceptions of the TIGA Survey. Out of the
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twenty participants interviews, five participants could not recall they survey when discussing
their first semester on campus. The remaining participants provided positive comments when
asked about their thoughts on the survey. Students shared that the survey helped them to connect
to resources on campus, that they were directed to specific staff members for appointments, or
that because there was follow up communication after the survey it made them feel like the
college cared.
Abbie was a student that said she did not feel like she needed a lot of help with her
transition to college but this is what she shared regarding her thoughts on the TIGA Survey: “It
was pretty good. It just, it made me really think about, what's going on in college and what I
need to expect, rather than just going in there not knowing anything.” Chloe also referenced the
helpfulness of the survey because it connected her with staff members she met with to help her
with her transition to college. Regarding the survey she shared, “Just thankful for it. To make
these connections is very beneficial, I think.” Dylan also thought the survey was helpful because
it helped to “show what all LSU has to offer to help” and connected him with workshops he
attended to help him with areas he was struggling.
Gabriella is a student from Baton Rouge and explained that even though she is from the
city, LSU is still overwhelming. She explained why she really liked the survey and the
connection back to the caring environment within the college:
It just felt like another way that the College of Agriculture was saying, ‘Hey, we
are here to help you. Let us know what your concerns are.’ But I remember
receiving emails, it was, ‘Hey, we have these events going on, because you
showed interest in it on the survey.’ So that was a nice little thing. And it's, I
didn't go into college expecting that. Because when you go into college,
everybody says ‘oh, you're on your own, your professors don't care about you.
Nobody cares about you.’ And that's so not true. I feel like one of the biggest
myths of college, I feel like, everybody kind of cares about you in college. And I
found that with my professors and advisors, and even the Student Services office
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here in the College of Agriculture, it's everybody's willing to help you as long as
you are willing to reach out and say, ‘Hey, I need help.’
Overall, students had positive comments on the TIGA survey. Students, like Josephine, shared
they appreciated the follow up that was provided based on their responses:
It was overall was very well addressed in all areas. I really liked how it
mentioned, what do you need help or assistance on, considering you're moving to
a much bigger institution. So that was very helpful. And then getting that
feedback was also helpful.
Students also said the survey “opened them up” to resources, was “helpful”, or “provided helpful
advice. Tessa shared her feedback on the survey and how it prepared her for the semester:
I thought it was really helpful, because on the survey, it asks, what do you like
about the resources on campus. Which ones would you want to use, and I was
like, ‘These are resources?’ It was kind of a shock to me, that LSU offered so
much. And I feel like going through that survey, it made me realize, okay, these
are challenges that I might face throughout the semester. And it was really nice to
take that at the beginning of my first semester to kind of be like, ‘Okay, this is
something you might experience, but here's something that your college is doing
to get you through the first-year.’
As an intrusive advising tool, the TIGA survey served its purpose in connecting students
to needed resources and helping them with their first-year transition. Although five students
shared that they did not remember taking the survey, the other fifteen students interviewed had
positive feedback to share on how the survey connected them to resources they needed and again
the feeling that the college cared and was checking in on their experience.
Student Organizations. In addition to events and programs, students consistently
mentioned organizational involvement when discussing their first-year experiences on campus.
Students shared their experiences on being involved and why they chose to seek out these
opportunities in the campus community. Participants discussed the importance of meeting
people, making friends, professional networking, and getting involved. Holly shared her
perspective on why she decided to get involved in her first semester of college:
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Meet new people. Coming to college, I'm kind of an introverted person. So, I was
coming to college and said I'm going to meet people. I'm going to need to you
know, talk to people and be out there. And I feel like clubs are good way to get
involved with people because you're forced to interact with them in some way.
Lyric discussed why she thought her experience within the College of Agriculture was different
when it came to the support from the college and organizations:
But I feel definitely when it comes to events and getting involved within the
college, I definitely feel like myself as well as all of my other friends in College
of Ag are way more involved and are more excited about getting involved in the
events that we put on. I think it's, yeah, because college is more homey, friendly
feel.
Paul also expressed the importance of joining organizations for first-year students:
Join organizations that you are passionate about. If it's an organization that you
join because you’re passionate, you’re going to find other people who have the
same interest as you and you can use that as a way to just plug in. It’s really easy
to make friends with people and it's always useful to have other people who know
more or can have different viewpoints than you.
Some students, like Kelsey, felt like the expectation from the college was to get involved so she
followed through: “Well, with all of the events and everything that College of Ag had, I feel like
they wanted me to get involved. And that's exactly what I did.”
Students identified the importance of getting involved as a way to network and establish
friend groups within the college. Not all students chose to get involved with student
organizations. Some students had work obligations or wanted to focus on their academic studies
before committing to getting involved on campus. Eva shared she was worried about “balancing
school and a job” but she plans to join a club next year because she will “have things a little
more figured out.” These students did identify that clubs or organizations were important, they
just needed more time to figure out how to balance their time to include these experiences.
Communication. Students discussed the importance of the College of Agriculture
communication in letting them know about retention programs and important deadlines to make
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decisions in their first-year. This communication is a part of the first-year experience that
students not only value but also thought was different when discussing their experiences
compared to peers. In comparing her experiences to her peers, Eva said, “I think I have a lot
more opportunities. I know I get a billion emails from different things about internships for Ag.
And just, there's a lot of opportunities here, because I think this is a very excellent school.”
The reminders on events and “encouraging students to attend” or get involved were
helpful for students as they figured out how to balance their first-year on campus. The value of
this communication helps keep students on track and students appreciated the college “always
reaching out.” Lyric recalled the emails she received and compared this experience to peers
outside of the college:
Well, for one, when we receive those emails, ‘Important information from Ag,’
that is probably, number one, that is amazing to have. I always know when
deadlines are and things like that. Whereas my other friends, they're just playing it
by ear, really. If they see someone, and they mention it, and then they're like, oh,
okay, cool. So, it's really nice to have those emails, keep you on top of everything.
Summer shared a similar perspective and highlighted that she thought the College of Agriculture
has more communication with their students:
Yes, most other colleges don't really have that much communication. Or, I have a
ton of like pre-med, medical field friends, who they just, they're in the freshman
college, so they don't do much with their college or whatever.
Linda also shared that she felt like the communication provided by the college gave her a
“head start” compared to other first-year students, “I would know things and then I would
tell my roommate, she'd be like, “What?” So, I feel like Ag kids have a jumpstart. Chloe
too had a similar experience and referenced the “regular emails” sent by the College of
Agriculture as a way to “keep you on track.”
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Theme 4: Students Believe They are on Track with the Goals They Have Set to Persist at
the Institution After Completing Their First Semester
Students believing that they can succeed and meet the goals they have set for themselves
is key to their persistence. The students who participated in this study all stated they were on
track with their goals and planned to stay enrolled in the institution the following fall semester.
Holly shared that after completing her first semester she reached a point of knowing she will
succeed:
Yeah. Getting to a point where I can, I know I can succeed is very, motivating.
And I think LSU has definitely set a path for me to succeed in those ways. And
has allowed me to set goals I think I can reach based on that.
Abbie also shared a similar thought on being on track for her academic and career goals. “I see
what I need in order to pursue it.”
Other participants also shared a sentiment of completion and confidence after completing
their first semester and even if they met difficulty in their first semester. Paisley referenced
where she needed to put in more work but still stated she was on track for her goals, “More so
academically, I think I’m getting on track, I'm entirely on track, career wise, it's just academic
wise, I have a little growing room that I need to kick it up a couple.”
Kelsey and Tessa both expressed confidence in their first-year experience and moving
forward towards their goals. Kelsey even shared a new goal that she had set for herself:
Well, I mean, I'm doing good. I'm definitely not making straight A's but I've got
all A's and B's right now. My grades are fine. I'm gonna graduate on time with the
track that I'm on and I fully plan to. I've added a new goal and that's to travel
abroad, study abroad, maybe a week or so. Definitely not a whole semester or
year. I think I can do it.
Tessa shared her experiences in her first-year and how finding and maintaining a balance made
her confident in her success and persistence:
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Just because I did get involved, so it shows that I am able to work hard and
maintain a social life, maintain a professional life, and be involved, as well as
continue to work hard to do well in school. Having to balance my schedule, I
think, I want to say it's impressive, but it kind of is. I'm not like that person, but it
was just, you know, the balance looks good.
Academic Goals and Career Goals. All participants shared their academic and career
goals. Only one participant, Linda, was not sure about her career goals but had started to explore
and talk with her faculty advisor about opportunities within her major:
So, I don't know, I'm in RNR [Renewable Natural Resources], and I'm doing
conservation biology. So, I'm talked to Dr. Kaller about what you can do with
that. So, something in that field is what I plan on doing after I graduate.
Other students stated they had specific careers in mind, like becoming an agriscience teacher,
environmental lawyer, owning their own farm, sports dietician, veterinarian, fashion buyer for a
retail company, working for the Environmental Protection Agency, or pursuing another graduate
degree option. Students also shared their academic goals after completing their first semester.
Majority of the participants discussed maintaining their current GPA or graduating in
four years as part of their academic goals. Paisley discussed how she adjusted her academic goals
after completing her first semester:
Well, this is my second semester. So, you know, based off first semester, my
second semester goal is to maintain, you know, great grades, keep them in at least
a B/C average. And that's very different for me from high school, but I've learned
the college is a little bit harder. And so, you're not going to maintain those perfect
grades like you did in high school. And that's just kind of my academic goals right
now. Is it just kind of do my best and not overwork myself, but to also maintain
great grades.
Kelsey and Payten both referenced the goal of graduating “on time” and most students did not
separate their academic and career goals from each other. The academic expectations they set for
their major connected directly to their path for career plans and overall students expressed they
were on track academically for the goals they have set.
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Family and financial support. Seven students mentioned the support from their families
as part of their reason for being successful in their first-year and for staying on track with their
goals. Tessa shared her experience of reaching out to her mom for support:
I'm still working out how to manage. I’m managing time a little better, for sure.
And then I'm still, sometimes when I don't get something, I'm still like to myself,
and I just have to call them and be like, ‘Mom, I'm so frustrated with myself.’
And she's says, ‘Just stop and go ask for help.’ That type of thing. So, working on
it.
Elise also credited her success and persistence in her first-year from family support:
So I think a lot of it has to do with how I was raised because my parents devoted
to me, my brother hard work is important. And then me and my brother both
wanted to succeed really well because of that, because we had been instilled that
hard work and dedication is what's going to get you far in places.
A few students also mentioned financial support as a reason for their success in their first-year.
Abbie shared how her financial support pushed her to do well academically:
It was a lot of my grants and TOPS and everything made me sit down and focus
on what grades I needed in order to keep everything. And then I have to attend the
academic success meetings in order to keep one grant to where, I had to sit down
and really think, if I really want to stay here I have to make these grades.
In addition to family and financial support, students also shared their self-expectations and
motivation to succeed and persist in college.
Self-expectations and motivation. Participants were asked about the expectations they
had for themselves during their first-year of college. The students interviewed had similar selfexpectations and motivations for success. Participants often referenced doing well academically
and making friends or meeting new people as what they set for their expectations of the first-year
of college. Lexi shared how her expectations were changed through her first-year of college:
I definitely had I think high expectation just because I made pretty good grades in
high school. And so I had to, kind of bring myself to reality and I was like, okay,
‘classes are going to be harder and you have to understand it's okay to make a C,
you'll be good.’ And I think going into it like not trying to be perfect ended up
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helping me out and end up not making C’s last semester. So, just kind of have to
talk to myself, it's okay if it's not like 100%.
Josephine shared a similar expectation and experience to Lexi:
Definitely, A+ overall, nothing lower than a 95. Because that's how it was for
high school. But I thought I was just gonna be a scholar student first semester but
it hit me like a truck. That's for sure. But I feel though I've managed well, so I'm
not complaining.
Haley also expressed the idea that she expected to have a high GPA in her first semester of
college:
I was expecting myself to get a 3.5 GPA, then came home and I was like, ‘That is
not possible.’ It's possible. Don't get me wrong, but it's hard. And you really have
to be dedicated to do it. I'm dedicated, but even if I put 110%, I still got a B out of
that class. But I expected myself to have a higher GPA than I did, than I do
currently.
Being a high achieving student in high school and then adjusting to college required students like
Lexi, Josephine, and Haley to adjust expectations to stay motivated in persisting. In addition to
academic expectations, students also set expectations on getting involved and making friends in
their first semester. Elise reflected on the expectations that she set for herself:
I had expectations of doing well, academically, and I think for the most part, I
have accomplished that. But also, to make friends. Because anytime you do
something new, that's the scary part is not knowing if you're going to have anyone
to do it with you. And then also just to get involved because I was so overly
involved in high school, I didn't want to lose that part of me trying to do things in
college.
Haley had similar expectations for herself in getting involved:
I pretty much expected myself to get involved. I didn't expect myself to be as
involved as I am now. I like how involved I am. But I kinda was really involved
in high school. And I was like, ‘okay, you need to chill out, you need to focus on
school more.’ I ended up doing one thing and that one thing had like a subgroup
and I wanted to do that. So, I ended up being really involved.
Some students like Lyric shared they just did not know what to expect in their first-year of
college. When asked about her self-expectations, Lyric shared:
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I didn't, I had no idea what to expect, definitely just to pass. I did want to get
involved a lot. And I wanted to learn more about my industry and try to figure out
exactly the path I wanted to take outside of college to start my career.
Other students interviewed shared more about their motivations for setting their selfexpectations, focusing on succeeding, and how that inspired goals to persist at the institution.
Payten, a first-generation college student, explained some of his struggles in adjusting to college
and his motivation for “buckling down” and being successful: “I wanted a degree. Because you
can't do too much without a degree in, in this day and age.” Abbie, also a first-generation
student, expressed that she liked agriculture and that was motivation to finish her degree. She
also shared her motivation as it relates to her parents: “I see how my mom is, where my parents
are without degrees, where I don't want to sit at a desk all day answering phones or working on a
computer.”
The self-expectations and motivation behind persistence in college varies among the
students interviewed but Tessa shared some advice on her experience that highlights that unique
experience for each student:
It's going to be hard; it's going to be challenging. You have to get out of that
mindset of, perfection, like you can't be perfect in college, you're gonna make
mistakes. But like, I think the whole C’s get degrees thing, it's not, strive to do
better than C’s get degrees, but it's okay to be average. Everyone's unique. So,
you just have to know that your success, you measure your own success, and it's
different from the person sitting next to you. It’s different for everyone in college.
So, once you get out of the mindset of like, perfectionist, and know that people
make mistakes, you're going to get through it and use your resources to help you
do that.
Different action by the College of Agriculture. In terms of helping students with their
persistence, participants were asked if there was anything that the College of Agriculture could
have done differently to help them during their first-year. Overwhelming, participants again
referenced the support in place and that there were many opportunities provided for them. For
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students that did not have any major problems to those that struggled through their first semester,
students felt supported, informed, and that there was always someone or a program available to
help them during their first-year. Paul shared his feedback:
I can't really think of anything. College of Ag overall was, I mean, they're really,
really supportive throughout the first semester and its continuing. So, that, I mean,
because I didn't really have any major problems in that first semester, there wasn't
really a lot of things to correct.
Eva shared a similar experience and highlighted the communication that was helpful so she knew
what was happening to be on track in her first-year: “I don't think so. I mean, since orientation, I
was well informed. And a lot of people were working together to make sure I knew what was
happening and everything was going the way it should go.”
Paisley was a student that struggled academically in her first semester and also in
balancing her time with work and adjusting to the rigor of college. She recalls an experience she
had with specific actions the college took to check in on her as well as her feedback on what
could have been done differently:
Honestly, nothing. The minute my grades started going down, I received emails
that I needed to have meetings with advisors and Dr. Elzer so I was monitored
very well, my first semester. And I know that that has to do with the Department
of Retention, keeping good tabs on all their babies, and making sure everything
goes well. So, I feel like the College of Agriculture, you know, did a great job and
really, kind of actually helped me a lot.
The only mention of suggestions on what the college could do differently was by three
participants. Dylan suggested that the college could help facilitate more connections between
upperclassmen and first-year students in terms of advising and expectations on courses: “I feel
like a lot of that is now we are figuring it out ourselves.” Chloe said she thought the college did
everything they could but that “more scholarships are always welcome” but again reemphasized
that the college was “as helpful as possible.” Lyric suggested offering a regular additional
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advising appointment between orientation and before the advising for spring semester that takes
place in the fall. She mentioned that not everyone might need it but that having the extra checkin appointment that she set for herself was helpful for her.
Summary
The participants in this study provided an insight into what students within one college of
agriculture at a land-grant institution value as part of their first-year experience with intrusive
advising and retention initiatives. Overwhelmingly, students expressed how the college created a
caring, welcoming, and supportive environment for their first-year. Described as “homey,”
participants valued the close environment and personalized attention within the college and
shared that they felt like faculty and staff truly cared about their success at the institution.
The pilot TIGA Survey proved to be a helpful tool in structuring the programming
support that students indicated they needed in their first semester and added to the welcoming
feeling that students described as part of the core of the College of Agriculture. This survey was
regarded as another way the college was “checking-in” on their students and helping them with
their transition to college. Although many students experienced challenges, both academic and
personal, during the transition from high school to college, students identified the many support
resources that were in place to help them with this transition. The additional communication,
programs, and events focused on student transition and retention also stood out to students as
unique programs that created that welcoming environment. With the openness and supportive
faculty and staff within the college, overall students believed they have a different experience
than their peers on campus and have more communication about events and support.
Students within the College of Agriculture set expectations to achieve academically and
make social support networks through friends and peers. All students interviewed shared their
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plans to persist and graduate from the institution. The motivation and self-expectations that
students explained varied from personal career goals to inspiration from family support. To aid
in these goals, students shared that the college set high expectations for them to do well
academically but to ask for help when needed. Again the supportive environment from the
College of Agriculture was highlighted as part of the foundation of student persistence and
success in the college. Overall, students in the College of Agriculture shared positive feedback
on the supportive environment that they experienced in their first-year transition from high
school to college.
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CHAPTER 5. DISCUSSION, IMPLICATIONS, AND
RECOMMENDATIONS
Introduction
The purpose of this qualitative case study was to explore the perceptions of first-year
students who experienced intrusive advising and retention initiatives in the College of
Agriculture at Louisiana State University (LSU). This chapter includes a discussion of major
findings as related to the literature on college student retention, retention within colleges of
agriculture, academic advising, and intrusive advising. This section also includes a discussion on
how this study connects with Tinto’s model of institutional action (2012) and concludes with
implications for practice, a discussion of the limitations of the study, recommendations for future
research, and a brief summary.
This chapter contains discussion and future research possibilities to help answer the
research questions:
1. What challenges do first-year College of Agriculture students experience when transitioning
from high school to college?
2. How do first-year students perceive the College of Agriculture’s intrusive advising and
retention practices?
3. What are first-year students’ experiences with feedback, expectations, involvement, and
support (Tinto, 2012) within the College of Agriculture?
4. How do first-year students in the College of Agriculture describe their plans to persist at the
institution?
This study provided an insight to the first-year student experience within the LSU
College of Agriculture. The study revealed four themes of the first-year student experience: (a)
students perceive the LSU College of Agriculture as a welcoming, caring, and supportive
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environment, (b) the transition from high school to a land-grant institution presents many
personal and academic challenges for students, (c) students find value in the retention programs,
student organizations, and the communication organized by the College of Agriculture, and (d)
students believe they are on track with the goals they have set to persist at the institution after
completing their first semester. These factors helped to contribute to the understanding of the
first-year experience of students enrolled in the LSU College of Agriculture.
Discussion
Each student that enters college has a unique background and unique experience that
contributes to their transition from high school to college. The 20 students interviewed in this
study are no different. Each student has unique and individual academic and career goals but
through discussing their experience in transitioning to college, four themes emerged that
described their experience with intrusive advising and retention practices in the LSU College of
Agriculture. Each theme is summarized and connected to the literature in the sections below.
Students Perceive the LSU College of Agriculture as a Welcoming, Caring, and Supportive
Environment
The results of this study implies that students within the LSU College of Agriculture are
part of a supportive environment where students perceive faculty and staff as welcoming, caring,
and focused on their success. The perceptions of students in describing this supportive
environment suggests that students recognize a level of “institutional commitment” from the
college (Tinto, 2012). Students used descriptions like “homey”, “home”, and “family-feel” when
describing their experiences with faculty, staff, and events as a first-year student within the
college. In addition to the descriptions of the supportive environment, students specifically
referenced having a different experience compared to peers in other colleges, positive
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relationships with faculty within the college, and the expectations set by the College of
Agriculture.
The references to the connections of “home” when discussing the college and the
supportive environment provided by the college links the services provided to student
commitment. “By actively delivering such services, institutions may be able to build stronger
connections between students and the institution,” (Campbell & Mislevy, 2013, p. 2). When
considering the development of this supportive environment for retention, “each college must
create and implement its own program uniquely designed to meet its own available resources and
institutional purposes” (Morrison & Silverman, 2012, p. 77). The students in this study perceived
their experience as different from their peers because of this close supportive environment and
specialized programs organized for their first-year experience. The feedback provided from the
students interviewed in this study suggests that the LSU College of Agriculture has established a
“uniquely designed” program to meet the needs of their students.
The positive relationships with faculty occurred both inside and outside of the classroom,
as well as through advising experiences. This is an important piece of the first-year transition
experience for college students and aids in the creation of the supportive environment in the
College of Agriculture. Dunn, Hains, and Epps (2013), in their study with students in a college of
agriculture, reported that positive interactions with faculty has positive impacts on student
success. The results of this study also support previous research on the impact of positive faculty
interactions (Bean, 1980; Dunn, Hains, & Epps, 2013; Pascarella & Terenzini, 2005; Spady,
1970; Thomas & Minton, 2004; Tinto, 1993).
Advising experiences within the College of Agriculture were also overwhelmingly
positive. Students regarded these relationships with faculty advisors as “helpful” and
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“supportive.” Having the connection directly to a faculty member in the first-year can be seen as
a positive influence on the first-year experience. “Academic advising wields a significant
influence on student retention provided the experiences of the student are positive,” (Wilder,
2016, p. 15). Not all colleges at LSU offer the opportunity for students to be advised by faculty
during their first-year on campus. LSU is one of many institutions that have implemented
freshman advising centers as a way to further enhance the advising process (Tinto, 2012). For
students in the College of Agriculture, their advising experience with faculty within their college
is a positive factor in their first-year experience and one that they said made their experience
different from their peers outside of the college. “Each institution must seek to organize and
implement its programs in the manner which best suits its own resources and particular
situation,” (Tinto, 2012, p. 149). The experiences with faculty advising within the college is one
that is of value to students.
Students referenced the expectations the College of Agriculture had set for them and
connected this to expectations to succeed and ask for help. The students commonly referenced
that faculty and staff within the college wanted them to succeed and this was communicated both
formally and informally through the support that was provided by the college. Through the
actions and supportive environment with the college, students were able to develop the belief
that they mattered (Schlossberg, 1989).
The Transition from High School to a Land-Grant Institution Presents Many Personal and
Academic Challenges for Students
In explaining the transition from high school to college, most participants regarded this as
a difficult transition. Students provided examples of why the transition was difficult referencing
a lack of high school preparation, their study habits, time management issues, the large class
sizes, and challenging courses within math and science. Even students that considered
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themselves a top student in high school felt the transition was stressful. This supports the
literature that states prior performance and measure of ability before college are not good
predictors of what makes a “successful college student” (Astin, 1975). Some researchers are
moving towards exploring how certain traits of grit and self-regulation are important indicators
of students’ ability to succeed in college (Duckworth & Carlson, 2013). College students today
experienced K-12 with less emphasis on the importance of developing self-regulatory behaviors
to succeed in college (Duckworth & Carlson, 2013). The college students of today need more
support as they navigate the transition of high school to college. The ability for students to
successfully transition to college and develop academic and social integration is where
universities can provide foundational support to all students.
Only two students mentioned positive examples of how their school preparation helped
them with the transition to college. Other students referenced a general lack of preparation for
college in their high school experience and the feeling of being behind. “Though past
performance in high school may help prepare new students for college, the preparation is rarely
perfect, the transition to college rarely without a period of sometimes quite difficult adjustment,”
(Tinto, 2012, p. 46). The struggle of adjusting from high school academics to college is not
uncommon but how students are supported during this transition is what can make the difference
in retaining students.
The areas where students need help adjusting are study habits and time management.
Eighteen out of the twenty participants in this study referenced the need to learn how to study
differently to succeed in college. Students who sought out additional resources on campus, like
the Center for Academic Advising and Supplemental Instruction, they were more confident in
their courses and found the support helpful in transitioning to college academics. In addition to
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study habits, time management also posed a challenge for students. Eighteen of the students in
the study mentioned time management as a struggle in their college transition. The critical time
to develop these good habits and skills is during the first semester. This is the stage where
students must separate from “past associations and patterns of education participation” to make
their transition successful (Upcraft, Gardner, & Associates, 1989).
Six students in the study referenced the large class sizes as a challenge in their transition.
Nine students also specifically referenced their first-year math course as a major challenge in
their academic transition to college. The large class sizes at LSU are not unique for first-year
courses when considering other similar-sized institutions. The consistent struggles that first-year
students have with large lecture hall style courses with hundreds of students trying to adjust to
college life and academics at LSU is a common problem. Tinto (2012) suggested that institutions
should consider long-term gains in retention and student development over the short-term
economic gains that large course enrollments offer. In addition, students referenced the way the
courses were taught as part of their challenge in being successful. In reference to science courses,
two students mentioned the way the courses were taught and one specifically mentioned feeling
like the faculty member did not care how the students were doing in the course. Erickson and
Strommer (1991) described large lecture classes as flawed educational environments and connect
this to the way the courses are taught. The feedback provided from the students in this study
supports this previous research.
As LSU is currently reviewing retention practices and how courses like the common firstyear math courses are taught, the feedback from the students in this study would support the
institution in taking action in implementing different practices with the large enrollment courses
for first-year students. Although this is a common flaw at large institutions, there may be
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additional practices that can be put in place to address the challenges students face with the large
lecture style courses as they transition to college.
Students Find Value in the Retention Programs, Student Organizations, and the
Communication Organized by the College of Agriculture
Throughout the interview, many students referenced the “opportunities” or “family” feel
that was provided from the College of Agriculture. In explaining why they thought their
experiences were different, they also referenced the opportunities and family feel when
comparing their experiences to their peers in other colleges on campus and how these
opportunities were communicated. In addition to events and students organizations, strategic
initiatives like the Agriculture Residential College and the TIGA Survey were well-received by
the students and students shared positive feedback on both programs. Implementing retention
initiatives that are guided by student feedback as well assessing those initiatives is crucial to
implement institutional policies and practices that make a difference in student retention
(Hossler, Dundar, & Shapiro, 2013).
As “student involvement calls for responsibility from both the student and
the institution,” the results of this study imply the LSU College of Agriculture is committed and
responsible, as are the students that take advantage of the opportunities (Morrison & Silverman,
2012, p. 68). Students in the study referenced specific events like the College of Agriculture
Welcome Week, Burger Bash, and the Ag Mentoring Program. Students regarded these events as
ways to create social connections with peers, faculty, and staff to help with their transition to
college. In reference to the mentoring program, students valued the professional networking
opportunity this program provided with industry professionals. The organization of these events
by the college are crucial to helping with the transition to the institution and the feedback from
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students supports previous literature regarding the importance of “external assistance” in getting
involved on campus to student retention (Tinto, 2012, p. 99).
Students discussed organizations as a way to make friends and get involved within the
college. Although not all students were involved in organizations, all students discussed the
importance of getting involved and mentioned plans to explore organizations in the next year.
Students also mentioned specific references to the community within the Agriculture Residential
College programming. The experience of living in the residential college provided students with
connections to students within their majors to add to their support network and provide stronger
connections with faculty and staff in the College of Agriculture. The results of this study support
previous research explaining the importance of student involvement to student development and
retention (Pascarella & Terenzini, 1991; Tinto, 2012). “Involvement leads to the appreciation of
the need for involvement and both lead, in turn, to an increased likelihood that students will
continue to be involved in the future,” (Tinto, 2012, p. 69).
Out of the 20 students interviewed for the study, 15 students provided positive feedback
regarding the TIGA Survey. Students shared that the survey helped them to connect to resources
on campus, that they were directed to specific staff members for appointments, or that because
there was follow up communication after the survey it made them feel like the college cared.
As an intrusive advising tool, the TIGA survey served its purpose in connecting students to
needed resources and helping them with their first-year transition. Although pre-entry
assessments are encouraged to address student concerns before problems occur (Tinto, 2012), the
use of the TIGA Survey in the first three weeks of the first semester provided key information
for staff to address student concerns after they had experienced “college life” instead of before.
This allowed for students to gauge their experiences in college and identify challenges so staff
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could provide resources and support where needed. The majority of the students in this study
provided positive feedback on this tool and this early intervention intrusive advising survey
provided important data to understand student behaviors within the academic and social systems
(Krotseng, 1992). The use of this practice to support first-year student success supports the
literature that encourages colleges to be proactive in reaching out to students who need support
(Seidman, 2012).
Students Believe They are on Track with the Goals They Have Set to Persist at the
Institution After Completing Their First Semester
Students believing that they can succeed and meet the goals they have set for themselves
is key to their persistence. The students who participated in this study all stated they were on
track with their goals and planned to stay enrolled in the institution the following fall semester.
Nineteen out of the twenty students interviewed in this study have registered for courses and
returned in Fall 2019. Students referenced their academic and career goals, family and financial
support, and self-expectations and motivation when describing their plans to persist.
Students shared their academic goals and how they chose LSU at the beginning of their
interviews. Students clearly set academic goals of maintaining a good GPA and graduating on
time. The vision of reaching graduation after almost completing their first-year of college can
illustrate a high level of institutional commitment from the students. Students who are committed
to graduating from an institution are more likely to graduate from that specific institution
(Terenzini, Lorang, & Pascarella, 1981). Out of the twenty students interviewed only one student
was not sure about the direction of her career goals but she had started exploring with the help of
her faculty advisor. The ability for students to set intentions and have a career direction is an
important piece of retention (Waterman & Waterman, 1972; Tinto, 2012).
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In a study by Robbins, Lauver, Le, Davis, and Langley (2004), correlations between
retention and academic goals, academic related skills, academic self-efficacy and institutional
commitment were highly correlated. These are parts of the student experience that can be
influenced by institutional action. To encourage a student to persist and for the institution to
retain that student, the institution should work to ensure students are aware of the benefits of
obtaining a college degree (Kuh, 2007). The support that students have not only with their
advisors but exposure to networking and career opportunities in their first-year within the LSU
College of Agriculture can enhance institutional commitment.
Other areas students mentioned that related to their persistence were financial and family
support, as well as self-expectations and motivation. Some students mentioned encouragement
from family to graduate and other students related this to earning scholarships or financial aid
support that required certain GPAs to maintain that support. Other students focused on their
overall self-expectations to stay motivated, get involved, and do well academically. Two firstgeneration college students mentioned motivation to succeed related to the need for a college
degree to find a career or wanting more opportunities than their parents had for careers. “When
those careers and identities are crystalized, that is when individuals are more certain as to their
futures, they are more likely to finish college,” (Tinto, 2012, p. 41). The results of this study
support previous literature that connects career goals with student retention and institutional
commitment.
Implications for Theory
This study focused on the four key elements of Tinto’s (2012) model of institutional
action: expectations, support, assessment and feedback, and involvement or engagement; as they

104

pertained to intrusive advising and retention initiatives a first-year student experiences within a
college of agriculture as part of the institutional action to support student success.
Tinto’s (2012) model of institutional action provides a focused insight for universities to
explore the institutional commitments in place through institutional action. Tinto (2012)
described this commitment:
Institutional commitment to student success in turn sets the tone for the
expectational climate for success that students encounter in their everyday
interactions with the institution, its policies, practices, and various members
(faculty, staff, administrators, and other students) (p. 259).
In this study, it can be implied the institutional commitment of the LSU College of Agriculture
“set the tone” for student success. From the shared perceptions of the students, interactions with
policies, practices, and members within the College of Agriculture, the college is demonstrating
a commitment to student success and supports the four conditions outlined within the Tinto
model (2012).
Expectations
“Students fare best in environments that provide clear and consistent expectations for
what is required to succeed in college” (Tinto, 2012, p. 255). Tinto shared that holding students
to high expectations is essential for student success and those expectations can be expressed
through both informal and formal advising. The expectation to succeed, ask for help and get
involved were the responses that students shared about the expectations set for them from the
College of Agriculture. The students connected these expectations back to the supportive
environment that the college created. Students also referenced many times that the faculty and
staff in the college wanted them to succeed and provided them with opportunities and support to
meet those expectations.
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Support
Tinto (2012) defined the condition of support as three possible types: academic, social,
and financial. Connecting students to academic support like tutoring or providing social support
in the form of mentoring is regarded as “an important condition for [student] continuation in the
university” (Tinto, 2012, p. 256). The participants in this study overwhelming shared that they
experienced a welcoming, caring, and supportive environment. Most students thought that they
had a very different experience on campus because of the “opportunities” provided within the
College of Agriculture. They also had close connections with faculty members within the college
and thought the faculty in the college cared about their success. The advising experiences the
students had with faculty also were overwhelmingly positive.
Assessment and Feedback
“Students are more likely to succeed in settings that assess student performance and
provide faculty, staff, and students frequent feedback about their performance” (Tinto, 2012, p.
256). Although not the only form of assessment and feedback, this can take the form of an early
warning system to alert the institution of students who need assistance. The TIGA survey was
positively received by the majority of the students who participated in this study. The students
identified that the survey was another way the college was checking in on their experience and
making sure they had the resources to succeed. The personal communication and connection to
resources after the completion of the survey allowed staff members to assess and provide
feedback to serve student needs early in the first semester.
Involvement
Tinto (2012) described involvement or engagement as foundational to student success in
the first-year. “Quite simply, the more students are academically and socially involved, the more
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likely are they to persist and graduate” (Tinto, 2012, p. 257). These opportunities also allowed
students to connect not only with peers but also with faculty and staff on campus.
As Tinto (2012) summarized the use of the four conditions to student retention and
success in the model of institutional action, “students are more likely to succeed” when the
university provides a setting that encompasses high expectations, academic and social support,
frequent feedback, and involvement with peers and faculty (Tinto, 2012, p. 257). Out of the 20
students who participated in this study, 19 of the students have registered for courses and
returned to the College of Agriculture in Fall 2019.
Implications for Practice
The findings from this study can help inform practice with intrusive advising and
retention initiatives within colleges of agriculture and higher education as a whole. This study is
one of only a few qualitative studies to explore the perceptions of first-year students as they
relate to intrusive advising and retention initiatives within a college of agriculture. In this study,
participants discussed their first-year experience of transitioning into a college of agriculture at a
land-grant institution. The information provided from students provides valuable insight about
how supportive environments for the first-year transition can be created to retain students at the
institution. This research also adds to the limited research with retention initiatives for colleges
of agriculture and I hope the study will encourage future qualitative research within this area.
From the themes identified in the research and specific feedback from the students
interviewed in this study, several implications for practice are suggested to further improve the
first-year student experiences with intrusive advising, retention practices, and overall transition
to college to support student success. These recommendations are connected to Tinto’s model of
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institutional action, identifying examples of actions that fall under the four conditions of
expectations, support, assessment and feedback, and involvement or engagement.
Recommendation 1: Training for Advisors (Expectations)
Although students overwhelming had positive experiences with their advisors within the
college, there was variability in what was discussed within the meetings. Some advisors helped
connect students to internship opportunities or started discussions relating to career opportunities
and others focused strictly on the academic coursework. One student did mention some difficulty
in scheduling an appointment with an advisor within the college but once this was addressed, still
considered the experience positive. To help streamline consistency with the experiences students
have and to help them develop the deeper connection with their career goals, a training and
outline could be provided for advisors within the college and the university. Providing standard
key areas that all advising appointments should consist of will help unify the experiences
students receive and further strengthen the advising relationships students and faculty have.
Training amongst the faculty involved in advising can also encourage the sharing of best
practices so a more consistent approach to advising can be taken college wide and possibly even
university wide. Tinto suggested, “institutions should require that all program faculty and staff
are trained to effectively assist the students they serve,” (Tinto, 2012, p. 151). Setting high
expectations for students is essential to student success and can be an institutional wide effort.
Collaboration across the campus to plan long-term retention goals and how programs, like
advising, are handled is essential to successful retention efforts (Kemerer, Baldridge, & Green,
1982; Hossler, Bean, & Associations, 1990). Advising should not be a “hit and miss affair”
where some students are able to access needed information and others are left struggling (Tinto,
2012, p. 255).
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Recommendation 2: Required Advising Meetings (Expectations)
There was a variation in what students were required to participate in advising meetings
within the college. Some majors require advising each semester and others just send an email to
encourage students to come in if they have questions. “The inability to obtain needed advice
during the first-year or at the point of changing majors can undermine motivation, increase the
likelihood of departure, and for those who continue, result in the increased time to degree
completion” (Tinto, 2012, p. 256). By implementing required advising appointments each
semester, advisors could check in on student progress and again help ensure students are on track
with their academic and career goals throughout their career. This practice can be implemented
college or university wide to provide a unified consistent experience of expectations.
Recommendation 3: Communication (Expectations)
Students in the college did share that they were very informed of opportunities, resources,
and important deadlines. The communication practices in place within the college should
continue and the college should look at how to leverage this positive reaction to communication.
Almost all students interviewed referenced struggling with time management and study skills as
factors that impacted their transition to college. The college should consider ways to
communicate these expectations early in the student experiences, from orientation to throughout
the first semester experience, and consider additional strategies to assist first-year students with
development in these areas. “Quite simply, no student rises to low expectations,” (Tinto, 2012, p.
255). Students must be encouraged to commit the time to studying and must learn study
strategies to meet the high expectations of the college and the university.
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Recommendation 4: Revisit Math Courses (Support)
The university should take note of the academic transition challenges students identified.
Almost half of the students interviewed shared specifically that their math course was a class
they struggled to handle in terms of the workload, time management, and overall ability to be
successful. The university should consider what additional support efforts could be put into place
to assist students in being successful. The university could also evaluate the way the course is
structured to determine if the assessment measures in place are hindering student success within
specific math courses for first-year students. If a majority of students are not understanding the
material and are struggling early on in the semester, implementing different forms of assessment
can help faculty adjust their “teaching in ways that promote learning” (Tinto, 2012, p. 257).
Recommendation 5: Intrusive Advising Survey (Assessment and Feedback)
The majority of students shared positive feedback on the intrusive advising survey
(TIGA) that was administered in the early the fall 2018 semester. This survey provided data for
the college to direct retention efforts, which created a supportive experience for students and
helped, create the “welcoming, caring and supportive” environment for first-year students. This
type of assessment allows for students to self-identify areas where they need assistance early on
in the semester before reaching the midterm check-ins. “Students are more likely to succeed in
settings that assess student performance and provide faculty, staff, and students frequent
feedback about their performance” (Tinto, 2012, p. 256). The survey questions and follow up
procedures allowed for staff to assess student concerns and provide feedback and resources
personalized to their needs. The survey should be continued with future first-year students and
this may be a practice that can be instituted across other colleges at LSU.
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Recommendation 6: Incorporate Student Feedback (Assessment and Feedback)
When asked what other actions the college could have put in place to help students be
successful in their first-year on campus, students overwhelming shared examples of the support
that was in place and the positive experiences they encountered. The suggestions that were
provided to further enhance the experience included: connecting first-year students more with
peers that are further along within their programs, additional scholarships, and additional
advising appointments in the fall outside of appointments to schedule courses for the spring. The
college is working to implement several programs to address the feedback where it is feasible,
including: starting a Peer Mentor organization and adding a “check-in” appointment with an
instructor or Peer Mentor prior to advising appointments in the fall semester. It is important to
assess the needs of students by asking directly what support they need to help guide programs
and policies.
Recommendation 7: Focused Programs & Opportunities (Involvement or Engagement)
The students in the college regarded that they experienced a different first-year from their
peers on campus. Students referenced the “closeness” or “family” feel within the college, the
events and opportunities offered, and overall a sense of feeling supported. Students regarded the
events, programs, and organizations as opportunities that connected them socially and
professionally. The community connection and events offered should continue within the
college. Students perceived the events, as well as living on campus within the Agriculture
Residential College, as positive experiences in helping with their transition.
These events are an important part of the first-year experience and help students build
social support networks and find confidence in their persistence goals at the institution. As the
college is a direct admit college at LSU, closer relationships and focused programming can be
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provided from the first-year on campus. Students who are academically and socially involved are
more likely to persist (Tinto, 2012). “This is especially true during the first-year of university
study when student membership is so tenuous yet so critical to subsequent learning and
persistence” (Tinto, 2012, p. 257). The institution may consider finding opportunities for
students who are not enrolled in direct admit colleges more meaningful ways for students to
connect with their intended college early on in their experience.
Limitations
Interviewing first-year students allowed for “rich, thick descriptions” (Creswell, 2014, p.
202) to understand the perspective of the student participating in intrusive advising and retention
initiatives from the LSU College of Agriculture. I still believe qualitative research was the right
choice for this study. The additional data provided from the TIGA survey allowed me to build
from the student responses through the interviews to gain additional insight on the student’s
perspectives of their transition from high school to college, experiences with the intrusive
advising and retention initiatives, overall experiences within the College of Agriculture, and
persistence plans after completing their first semester.
The original proposal for the sample selection of participants was to select two students
from each of the eight majors within the College of Agriculture, with one of the two students
from each major earning a 2.75 LSU GPA or higher and the second student earning below a 2.75
LSU GPA for the first semester at LSU. The proposed sample size was 16 students. Upon
reaching out to students to participate, all students who met the criteria were called and extended
an invitation to participate. The resulting sample was 20 students who participated in interviews.
At least one student from each major was represented but sixteen students who earned a GPA of
2.75 or higher participated with only four students who earned a GPA of below a 2.75
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participated. There were also 17 females and only 3 students of color in the sample selection. As
the possible population sample includes a majority female student population, this is reflective
but for students of color, this number is slightly lower than what would be considered a
representative sample. This can be considered a limitation and weakness of the study as the
population was not a complete representation of the first-year students enrolled in the LSU
College of Agriculture.
The timing for the interviews can also be considered a limitation. The interviews for the
study were conducted before students completed their first-year within the college. The decision
to conduct the interviews in the spring semester of the first-year experience was decided as part
of the focus on the interview questions related to student perceptions of an intrusive advising
survey that students took in the fall semester. Conducting interviews for students who returned in
Fall 2019 would have allowed the student to share reflections on experiences from their full firstyear but could have also resulted in students being asked questions regarding a survey they
completed a year ago. The interviews were conducted close to the end of the first-year before
students left for spring break and started preparing for final exams. This timeframe allowed for
students to reflect while still in the process of completing their first-year but close enough to the
end of their experience to still have connections to experiences discussed in the interviews.
An additional limitation of the research could be research bias. As I am employed in the
institution and the environment where the study occurred, member-checking was employed to
address any research bias. I utilized member-checking in this study to ask participants to review
their participant profiles and the quotes that were used in the study. Participants were emailed
and were able to give feedback or clarify quotes utilized to add to the accuracy of the findings.
Cross-checking was used in the development of the codebook. Two peers with no connection to
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the setting, participants, or research study were asked to utilize the codebook to code two
participant transcripts. I organized two meetings to discuss the peer feedback and then
implemented revisions to the codebook to reflect the consensus between the peers.
Another limitation of the research could be the focus on a single year of students in one
college. The purpose of the study was to focus specifically on a targeted group of students and
concentrated to an individualized college at one institution. As this is a single case study, the
targeted focus does fit with a case study research design (Stake, 1995).
A final limitation of the research could be the students that served as the participant pool.
As students had the option to self-select into the research project after completing TIGA and
continuing their major in the college, some of the findings in the study could highlight the bias of
the sample based on who decided to participate. As findings in theme one related to the overall
welcoming, caring, and supportive environment of the College of Agriculture, it could be argued
that this finding was relevant because of the bias of the 20 students that agreed to participate, as
they had some type of connection already established with the college.
Recommendations for Future Research
As qualitative research within colleges of agriculture related to intrusive advising and
retention initiatives is limited, there are opportunities to build on this research and develop
additional studies to address the needs of this specific population of college students. I have
outlined several recommendations for future research within this area.
A study focused on targeting specific demographics within the college could help identify
discrepancies in experiences between different demographic groups. The use of a survey
followed by interviews could present additional findings on if there is additional support or
focused efforts needed for specific groups of students within the college. As this study followed
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a semi-structured interview process, the questions for each participant relatively followed the
same protocol without any modification considered for different demographic groups. Based on
the findings from this study, it appears that the experiences of first-year students in this setting
were similar regardless of the student’s background but there were no specific questions in place
that gave students the opportunity to share additional information about their experiences as a
first-generation student or student of color.
A longitudinal study to explore the experiences of first-year students could also provide a
more in-depth analysis of first-year student experiences comparing results over several different
populations within the college. As time was a constraint to this research project, this single case
study focused on the experience of just one class of first-year students. Having multiple years of
student experiences would provide more insight to consistencies in student responses regarding
intrusive advising and retention practices. As new practices in intrusive advising and retention
have been employed with the start of the study, having more data to evaluate these practices over
several classes of students could provide additional information on what specific experiences or
programs are consistently mentioned as important to the transition experience for first-year
students.
Expanding this research to multiple institutions with similar settings and retention
practices in place could also provide further insight to experiences of first-year students within
colleges of agriculture. The opportunity to create a multiple case study analysis across other
colleges of agriculture could provide more data to determine if there are similar themes that
surface across colleges within this specific population of agriculture students.
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Summary
In referencing the history of LSU retention numbers, an LSU administrator recently gave
faculty and staff a call to action to address the shortcomings of student success and retention at
the first ever LSU Advising Summit. The administrator stated, “We’ve been stuck at this place
for two decades” (LSU administrator, personal communication, July 22, 2019). When evaluating
student success and retention, it is critical that institutions consider what type of environment
they are creating to develop resilient and successful students. “Too often we tend to “blame the
victim” and avoid seeing our own actions as at least partially responsible for the problems we
face” (Tinto, 2012, p. 254).
Within colleges of agriculture, the need to produce qualified graduates to fill the career
opportunities in this field is essential to fulfill the needs of a growing society and a gap is already
evident (Goecker, Smith, Fernandez, Ali, & Goetz, 2015). Colleges like the LSU College of
Agriculture should take special consideration with the resources and efforts being devoted to the
success and retention initiatives for their student population. With a stagnant first to second year
retention rate without much improvement from 1995 in the LSU College of Agriculture,
resources for student success must be focused, consistent, and change driven. Land-grant
institutions and colleges of agriculture producing the leaders in agriculture, food, and natural
resources are crucial to serving the needs of the society must lead the way in the recruitment and
retention of future leaders.
The uniqueness of the leaders that are produced within this field also add to the
importance that should dedicated to the retention efforts of these students. Compared to other
science, technology, engineering and mathematics fields, female students make up over half of
the food, agriculture, renewable natural resources, and environment college graduates (United
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States Department of Agriculture, 2015, para. 8). Reflective of the state of Louisiana, which
ranks second in the highest percentage of single female households in the United States (United
States Census Bureau, 2016), the justification for serving the reflective population of the state
becomes another area where the land-grant institutions, like LSU, can serve the needs of society.
In referring to the original research questions for the study, the following descriptions
outline the summaries that connect to the four themes answering these questions:
1. Students provided examples of the challenges they experience during their
transition from high school to college, explaining why it was difficult: lack of
high school preparation, weak study habits, time management issues, large class
sizes, and challenging courses within math and science.
2. Students perceived the intrusive advising and retention practices in place within
the LSU College of Agriculture as positive. The TIGA survey was identified as a
positive tool in connecting students to resources, including connections to staff,
by 15 out of 20 students. Students also recognized the unique events and
programs organized by the college, in addition to the student organizations, as
opportunities that helped them establish relationships and the “homey” or
“family” feel within the college.
3. Overwhelmingly, the students interviewed highlighted the supportive
environment they encountered within the college. Students referenced knowing
that faculty and staff expected and wanted them to succeed and to ask for help
when needed. There was an encouragement through communication with faculty
and staff to get involved on campus. The feedback provided from the advising
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experiences as well as the TIGA survey provided students with additional
resources and support to be successful in their first-year experience.
4. All students in the college planned to continue their educational path within the
college and at LSU. Students again referenced the support and expectations from
the college as well as the academic and career goals they have set for themselves
to be on track for their goals to graduate.
The environment created within the LSU College of Agriculture reflects the tenets of
Tinto’s model of institutional action. As perceived by the students, expectations to succeed and
ask for help were established by the college. Students described their first-year experience as one
filled with support from faculty and staff. The TIGA assessment was positively received by
students and provided additional direction of how to provide support to address student needs.
Students were encouraged to get involved and provided with many opportunities to develop
social and professional networks, making their first-year experience different from that of their
peers outside of the college in their perception.
Out of the 20 students interviewed for the study, 19 students have registered for classes
and returned to the College of Agriculture for the fall 2019 semester. Although there may never
be a way to address every challenge that a student will face in their transition to the college
experience, the result of this study suggests there is a way to create a welcoming, supportive, and
caring environment that provides students with the confidence and resources they need to be
successful in pursuing a college degree.
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APPENDIX A. LSU FRESHMEN PROFILE
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APPENDIX B. LSU RETENTION AND GRADUATION RATES OF NEW
FRESHMEN
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APPENDIX C. LSU COLLEGE OF AGRICULTURE ADVISING
PRACTICES
Advising practices in the LSU College of Agriculture
Major and 2019 Spring
Undergraduate Enrollment
Agricultural Business
97 students

Agriculture and Extension
Education
31 students
Animal Sciences
398 students

Environmental Management
Systems
28 students
Natural Resource Ecology and
Management
252 students

Nutrition and Food Sciences
204 students

Plant & Soil Systems
61 students

Textiles, Apparel, and
Merchandising
165 students

Format for Advising
There is a general email set up for this major specific to advising that all
Agricultural Business students are directed to for advising questions. One
faculty member serves as the main curriculum coordinator and has two
additional faculty members that serve as advisors. All three faculty advisors
check the email and set up advising appointments as requested by students. An
email is sent out to students before scheduling occurs to invite students to set up
advising appointments.
The faculty has generated in-house advising documents to include information
about PRAXIS, student teaching, and program specific milestones for students.
Students are contacted about setting up advising appointments by email.
Students have the option to sign up for an appointment with an assigned faculty
member; faculty members are assigned by student last name and graduating
seniors are advised by the curriculum coordinator. An email is sent to all
students to provide them with information about signing up for advising
appointments.
Curriculum coordinator sees all students for advising. Students are sent an email
with information about signing up for advising appointments. One curriculum
coordinator manages all advising.
Students have a hold on their registration until they participate in a small group
advising session with faculty. Students can still request to meet with a faculty
member one on one. They are assigned to a faculty member based on
concentration, with the curriculum coordinator handling transfer students during
their first semester and graduating seniors.
Students are assigned to a faculty advisor based on last name. During the
advising period, students can email or sign up for an apt via a signup sheet on
the advisor’s door. Faculty utilize an in house advising document as well as
flowchart to show critical prerequisite courses and sequencing.
Advising is split between three faculty members based on concentration areas.
Each population is a small number of students and students are able to meet
with advisors on an as-needed basis. The curriculum coordinator reaches out to
all students to try to meet with them once a semester.
Students are assigned to faculty based on last name, with curriculum
coordinator available to see any student who cannot see their assigned advisor.
Students sign up for appointments via email or signup sheet on door.

Standard College of Agriculture Curriculum Coordinator Training:
The curriculum coordinator is provided with an advising handbook that is created by University College
with the feedback from all senior colleges.
The curriculum coordinator facilitates training within their department for other faculty members
involved in advising. For complicated issues, faculty reach out the College of Agriculture Student
Services Office.
All curriculum coordinators receive regular email updates from the Student Services Office on changes to
university policy and procedure that may impact student advising. For substantial changes, a meeting of
all curriculum coordinators is scheduled.
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APPENDIX D. INTERVIEW PROTOCOL
Time of Interview:
Date:
Place:
Interviewer: Amanda L. Martin
Interviewee:
Major of Interviewee:
GPA of Interviewee:
Overview:





Welcome, introduction, thank for participating.
Describe interview process: The interview will take approximately 45 minutes and you
will be asked a series of open-ended questions. Your name will not be disclosed on any
published material to keep your responses anonymous and to protect your privacy. I will
utilize an audio-recorded for your interview to help with the transcription process. In the
weeks following your interview, you will be provided with a document that provides your
responses to ensure your meanings were interpreted correctly.
Clearly describe the focus of the interview: The focus of this interview is to ask about
your experiences as a first-year student within the College of Agriculture at LSU.

Background Questions:



This information was previously provided in the TIGA survey administered in the fall
This information includes basic demographics and basic student information (gender,
ethnicity, first-generation college student status, major, on/off campus housing).

Introduction:
1. Tell me a little bit about your current academic and careers goals.
2. How did you decide on your institution and your major?
RQ 1--Challenges: What challenges do first-year College of Agriculture students experience
when transitioning from high school to college?
3. Describe your experience as transitioning from a high school student to a college student.
4. What were the biggest academic challenges you experienced during your first semester?
5. How did you overcome these challenges? Are there still challenges you are working to
overcome?
RQ 2--Intrusive Advising and Retention Efforts: How do first-year students perceive the
College of Agriculture’s intrusive advising and retention practices?
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6. You participated in a survey during your first few weeks on campus, the TIGA survey.
What were your thoughts about the survey?
7. Did you receive any follow up communication after you completed the survey based on
your responses? If so, what meetings or programs did you receive information about?
8. Tell me about your experiences with any of the events, programs or meetings organized
by the College of Agriculture. If you did not attend any of the events, programs or
meetings organized by the College of Agriculture, why did you decide not to attend?
9. Describe your advising experience with your faculty advisor. Would you describe this as
a positive, negative or neutral experience and why?
10. When comparing your experiences within the College of Agriculture to friends in other
colleges, do you feel that your experiences are different? If yes, explain how your
experiences are different.
RQ 3--College of Agriculture - Institutional Action (Tinto, 2012): What are first-year
students’ experiences with feedback, expectations, involvement, and support (Tinto’s, 2012)
within the College of Agriculture?
11. Describe your experiences with peers within the college and at the institution.
12. Describe your experiences with faculty members within the college and at the institution.
13. What expectations did you have for yourself in your first-year of college?
14. What expectations do you feel the College of Agriculture set for you as a first-year
student?
15. Were you involved in organizations during the first semester? If so, why did you choose
to get involved? If not, why did you choose not to get involved?
16. Do you feel that you are on track to meet your current academic and career goals after
completing your first semester?
17. What could the College of Agriculture have done differently to help you through the first
semester?
RQ 4- Persistence Plans: How do first-year students in the College of Agriculture describe their
plans to persist at the institution?
18. What do you contribute as the major factors to your success as a first-year student? Were
there any personal factors, specific programs, financial factors, or people that aided in
your success?
19. At any point in the semester did you consider leaving the institution? If yes, what
changed your mind?
20. Are you currently planning to continue within your academic major and at this
institution? Are there any barriers that are preventing you from making that commitment?
Conclusion/First-year Reflection:
21. Based on your experiences, what advice about being successful as a student would you
share with an incoming student?
22. Is there anything else that you would like to share about your first-year experience?
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APPENDIX E. RECRUITING SCRIPT FOR PHONE CALLS
Leaving a message:
Hello, this is Amanda Martin with the LSU College of Agriculture. I am conducting research on
the experiences of first-year students within the college and I would like invite you to participate
as you are finishing your first-year with the college.
Participation in this research includes participating in one in-person interview during the month
of March or April 2019. If you agree to participate in an interview about your experiences as a
first-year student, the interview will take approximately 45 minutes. You will be sent an email to
schedule a time that will work within your schedule and interviews will be conducted on campus
in Martin D. Woodin Hall.
If you have any questions or would like to participate in the research, I can be reached at 225578-2266 or amartin2@lsu.edu.
Thank you.
Potential Participant Answers:
Hello, this is Amanda Martin with the LSU College of Agriculture. I am conducting research on
the experiences of first-year students within the college and I would like invite you to participate
as you are finishing your first-year with the college.
Participation in this research includes participating in one in-person interview during the month
of March or April 2019. If you agree to participate in an interview about your experiences as a
first-year student, the interview will take approximately 45 minutes. You will be sent an email to
schedule a time that will work within your schedule and interviews will be conducted on campus
in Martin D. Woodin Hall.
Are you interested in participating in an interview or do you have any questions about the
research?
If student indicates they are interested in participating:
In a few minutes you will receive an email that includes a link for you to choose
a time to schedule your interview. If you have any questions before your interview,
please do not hesitate to reach out.
Thank you.
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APPENDIX F. EMAIL TO PARTICIPANTS AFTER PHONE CALLS
Thank you for your interest in participating in the research study. Below you will find a link to
schedule your date and time for your interview. Please plan for approximately 45 minutes. The
interviews will be conducted one-on-one in 146 Martin D. Woodin Hall. Interviews will be
conducted during the months of March and April 2019.
https://lsuagmeetings.as.me/interview
Should you have any questions before your interview, please do not hesitate to reach out.
Thank you for your time,
Amanda L. Martin
amartin2@lsu.edu
225-578-2266
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APPENDIX G. RESEARCH CONSENT FOR INTERVIEW
1. Study Title: First-Year Student Experiences in the LSU College of Agriculture
2. Purpose of the Study: The purpose of this qualitative study is to explore the
intrusive advising and retention methods that may contribute to first-year student
retention in a College of Agriculture at a land-grant institution. The study will be
conducted in one phase. Subjects will spend approximately 45 minutes providing
feedback during a semi-structured interview. Interviews will be audio-recorded.
3. Risks: There is no risk involved in participating and you can choose not to participate.
Individual names will not be disclosed in the research.
4. Benefit: The study may yield valuable information about the first-year student
experience.
5. Investigators: The following investigators are available for questions about this study:
M-F, 8:00 a.m. - 4:30 p.m.
Ms. Amanda L. Martin 578-2266
Dr. Ashley Clayton 578-1792
Dr. Joy Blanchard 578-2192
6. Performance Site: Louisiana State University Agricultural and Mechanical College.
7. Number of Subjects: 30
8. Subject Inclusion: Individuals enrolled in the first-year of college at Louisiana State
University with a major within the College of Agriculture who completed the Tiger
Intrusive Advising Survey in the Fall 2018 semester. To participate in this study you
must meet the requirements of both the inclusion and exclusion criteria.
9. Right to Refuse: Subjects can choose not to participate in the study.
10. Privacy: Results of the survey and interview may be published, but no names or
identifying information will be included in the publication. Subject identity will remain
confidential unless disclosure is required by law.
11. Signatures:
The study has been discussed with me and all my questions have been answered. I may
direct additional questions regarding the study specifics to the investigators This study
has been approved by the LSU IRB. For questions concerning participant rights, please
contact the IRB Chair, Dr. Dennis Landin, 578-8692, irb@lsu.edu, or
www.lsu.edu/research.
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I agree to participate in the study described above and acknowledge the researcher’s
obligation to provide me with a signed copy of this consent form.
Subject Signature: ____________________________ Date: _________________
The study subject has indicated to me that he/she is unable to read. I certify that I have
read this consent form to the subject and explained that by completing the signature line
above, the subject has agreed to participate.
Signature of Reader: ______________________________ Date: _______________
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APPENDIX I. CODEBOOK
Code

Description

1. Advising Experience: Negative

Students provided examples of "struggles" or
issues with advising with their faculty members in
the CoA.
Students indicated they had a "neutral" experience
with their faculty advisor in the College of
Agriculture.
Student indicated positive advising experience with
faculty member.

2. Advising Experience: Neutral

3. Advising Experience: Positive
a. Advisor Listened

4. Care, Support, and Welcoming

a.

Family

b. Home
5. College of Agriculture Actions-Done
Differently
6. College of Agriculture Students
Have a Different Experience
7. Expectations of the College of
Agriculture

Student explained examples of positive
experiences with a College of Agriculture faculty
advisor providing advice on academics or careers
and listening to their concerns.
Students specifically said they felt as though the
college cared about them, provided examples of
faculty/staff support, and talked about the
welcoming feeling of the college.
Students specifically said they felt a family feel
within their experiences in the College of
Agriculture.
Students referenced a "homey" feel or that they felt
like the College of Agriculture was their home.
Students explained what the College of Agriculture
could have done differently to help them through
their first-year experience.
Students described examples of how they believe
they have a different experience at LSU than their
peers outside of the College of Agriculture.
Students shared their perceptions of what
expectations they think the College of Agriculture
set for them.

a. Communication

Students shared examples of how the college
communicated about events or expectations with
them.

b. Hard Work Expectations

Students referenced the expectation of hard work
or the culture of hard work expected within
College of Agriculture students.
Students gave positive examples of experiences
inside and outside of the classroom with faculty.

8. Experience with CoA Faculty:
Positive
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Code
9. Experience with Faculty Outside of
CoA: Negative
10. Experience with Faculty Outside of
CoA: Positive
11. Organizations/Involvement

Involvement-Why Not
Involved
12. Persistence

Description
Students provided examples of why they felt they
had negative experiences with faculty outside of
the College of Agriculture.
Students gave examples of positive experiences
with faculty outside of the College of Agriculture.
Students discussed involvement in college and
involvement in organizations or clubs.

a.

Students explained reasons of why they chose not
to be involved in organizations or events.
Students explained their plans to stay at the
institution.

a. Support from Family

Student attributed support from family as a reason
for their success as a first-year student

b.

Finances & Scholarships

Students referenced financial cost or scholarships
as an influence on their decision to enroll or stay
enrolled at LSU.

c.

On Track for Goals

Students explained why or how they were on track
for their goals after the first semester.

d.

Self Expectations &
Motivation

Students explained their expectations or goals they
set for themselves for the first-year and factors of
motivation to reach the goals.

e.

Academic Goals

Students discussed the academic goals they have
set.

f.

Career Goals

Students discussed what careers goals they have
set.
Students explained what events they attended and
their experiences with events and programs related
to retention in the College of Agriculture.

13. Retention Events & Programs

a.

Event: Burger Bash

Student references the Burger Bash event
specifically as a positive experience to connect
with organizations or meet students and faculty.

b.

Event: Mentor Program

Students referenced participating in the LSU Ag
Mentoring Program specifically as an event or
program they were involved with.
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Code
c. Event: Career Prep Week
d.

Description
Students referenced events of Career Prep Week in
explaining their participation in programming.

Living on Campus

14. Study Habits

a. Center for Academic Success

15. TIGA Survey: Did not remember
16. TIGA Survey: Positive Feedback

17. Time Conflict

18. Transition: Difficult

Student referenced living on campus and the oncampus experience with Agriculture Residential
College as part of their positive experience in
transitioning to campus.
Students explained their study habits and how this
impacted their ability to transition and be
successful as a first-year student.
Students referenced using the Center for Academic
Success as a way to help with study skills and
academic challenges.
Student stated they did not remember taking the
TIGA survey (Tiger Intrusive Group Advising).
Students gave positive feedback regarding their
experiences with taking the TIGA Survey (Tiger
Intrusive Group Advising).
Students gave the reason of time conflicts in their
schedules on why they may not be able to attend
events or participate in organizations.
Student expressed the transition from high school
to college was difficult.

a. Class Size

Student expressed concern or attributed large class
sizes to a challenge in transitioning to the
institution.

b. Hard to Leave Family

Students referenced a challenge of transitioning to
college was missing their family or that it was
difficult to leave their family.

c. High School Preparation:
Negative

Students referenced lack of preparation in high
school or differences in high school expectations to
college as a challenge in the transition.

d. Math Challenges

Students referenced math courses specifically as an
academic challenge in the transition to college.

e.

Students explained the responsibility required to be
a successful independent college student and how
this was part of the transition experience.

Responsibilities
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Code
f. Science Challenges

Description
Students stated they had academic challenges
during their transition to college, specifically with
science courses.

g. Stressful

When students explained their transition from high
school to college, they stated it was a stressful
experience.

h. Time Management

Students indicated time management as a factor in
their ability to transition and be successful.
Students described their transition to college as not
challenging or difficult and provided information
on why they felt they were successful.

19. Transition: Not Difficult

a.

Friends

Students referenced making friends or surrounding
themselves with the right friends as part of their
success in transitioning to college.

b.

High School Preparation:
Positive

Students referenced positive high school
preparation experiences for college as factor that
made the transition to college not as difficult.

133

APPENDIX J. RESEARCH CONSENT FOR TIGA SURVEY
1. Study Title: Tiger Intrusive Group Advising (TIGA) Survey Assessment Project
2. Performance Site: Louisiana State University Agricultural and Mechanical College
3. Investigators: The following investigators are available for questions about this study,
M-F, 8:00 a.m. - 4:30 p.m.
Dr. Ashley Clayton 578-1792
Ms. Amanda L. Martin 578-2266
4. Purpose of the Study: Data collected from these surveys may also be used for a research
study.
5. Subject Inclusion: Individuals enrolling in the first-year of college at Louisiana State
University with a major within the College of Agriculture. To participate in this study you must
meet the requirements of both the inclusion and exclusion criteria.
6. Number of Subjects: 243
7. Study Procedures: The study will be conducted in one phase. Subjects will spend
approximately 10 minutes completing a survey about student experiences.
8. Benefit: The study may yield valuable information about the student experience.
9. Risks: There is no risk involved in participating and you can choose not to participate and will
still be provided with personalized advising support. Individual names will not be disclosed in
the research.
10. Right to Refuse: Subjects can choose not to participate in the study and will still be provided
with personalized advising support.
11. Privacy: Results of the survey may be published, but no names or identifying information
will be included in the publication. Subject identity will remain confidential unless disclosure is
required by law.
12. Signatures:
The study has been discussed with me and all my questions have been answered. I may direct
additional questions regarding the study specifics to the investigators This study has been
approved by the LSU IRB. For questions concerning participant rights, please contact the IRB
Chair, Dr. Dennis Landin, 578-8692, or irb@lsu.edu.
By checking the box below, you are giving consent to participate in this study.
 Yes, I consent to participate in the study.
 No, I do not wish my survey to be used in the study.
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